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ABSTRACT 
This dissertation examines teacher’s attitudes and their impact on how they educate 
African American students. As the literature will show, when Culturally Relevant Pedagogy is 
employed in the classroom, African American students experience success. For teachers to 
implement Culturally Relevant Pedagogy, we need to understand their competency in this area.  
African American students were deliberately chosen due to the achievement gap. This 
phenomenon mainly affects America’s young African American males who are being lost at an 
alarming rate. Wald and Losen (2003) state that “blacks represent 17% of the student population, 
but 34% of those suspended nationally” (p. 2). Additionally, African American students are 2.6 
times more likely than non-marginalized students to be suspended when committing the same 
offense, the result of which has the propensity to cause African American students to drop out of 
school more than their non-marginalized counterparts, (McGrady & Reynolds, 2013; Wald & 
Losen, 2003). If these students who have fallen behind can be helped with the use of Culturally 
Relevant Pedagogy, this will have huge implications for all students. 
To examine this phenomena, the theoretical lenses used were Culturally Relevant 
Pedagogy and Critical Race Theory.  As a result of the Q methodology process and the factor 
analysis there emerged four Factors groups, as follows: Factor One: Responsive to Students 
Cultural Backgrounds, Factor TwoA: Responding through Honoring and Exploring Culture, 
Factor TwoB: Responding through Structure, Routines, and Direct Advocacy, Factor Three: 
Conducive and Inclusive Learning Environment, and Factor Four: Nonresponsive Culture Free 





CHAPTER ONE: BACKGROUND AND CONTEXTUALIZATION 
Scholars have long stated that African-American cultures have been described as 
differing from European-American culture in ways that entail individual and collective value 
orientations, language patterns, and worldviews (King, 1995; McGrady & Reynolds, 2013; 
Tillman, 2000; Eisenhart, 2001). Numerous researchers also agree that some teachers work from 
within a hegemonic, Western, epistemological framework, which often predisposes them to hold 
lower expectations of African American students and a lack of respect for the students’ families 
and primary cultures (Boykin, 1992; Darder, 1991; Douglas, Lewis, Douglas, Scott, & Garrison-
Wade, 2008; Scheurich, 1993). In addition, scholarly literature indicates that teachers evaluate 
African American students’ behavior and academic potential more negatively than those of other 
students (Alexander, Entwisle, & Thompson 1987; Downey & Pribesh, 2004). McGrady and 
Reynolds (2013) suggest that some teachers operate from the position of their own socio-
economic status and embrace stereotypes as a standard to prejudge African American students. 
When minority cultures fail to meet the expectations of these teachers, as influenced by the 
teacher’s socio-economic status, the African American students tend to then be treated as second 
class citizens in the classroom (LeBrian, 2014).  
Since many teachers have not faced the same plights that many African American 
students have experienced, it is often difficult for teachers to relate to the fears, the resentments 
harbored, the skepticisms, and the criticisms that African American students often endure. 
McGrady and Reynolds (2013) infer that teachers have the propensity to neglect African 
American students’ ideas, values, and beliefs because these same values and beliefs are 
contradictory to what some teachers value and believe. In this study, the term African American 





Entwisle and Alexander (1993) found that “students who match their teachers’ 
socioeconomic or racial/ethnic backgrounds often enjoy more positive behavioral evaluations 
and grades, perhaps because they demonstrate the behaviors that most teachers recognize as 
appropriate” (p. 5). In addition, McGrady and Reynolds (2013) reiterated that teachers’ lower 
ratings of African American students result from racial stereotypes that suggest African 
American students have worse classroom behavior and less academic potential than other 
students. 
Despite countless dissertations, journal articles, books, and laws that have been written 
by both non-marginalized and African American scholars addressing issues about African 
American students, there is still room for change in our public-school systems. Derman-Sparks 
and Ramsey (2011) state that, unfortunately, schools that black and Latino children attend have 
teachers that are using materials that depict non-marginalized families, specifically those that 
reflect the dominant cultural norm (middle or upper-class, nuclear, heterosexual families) and 
often show other cultures living a less attractive lifestyle.  
On the other hand, Ladson-Billings’ seminal 1994 work, “The Dreamkeepers: Successful 
Teachers of African American Children,” gave us a framework for successfully engaging 
African American students by giving us three tenets to counter the traditionally damaging 
assumptions utilized by teachers. For example, Ladson-Billings (1994) stated that culturally 
relevant teachers need to employ three tenets to be effective when working with African 
American students; first, each students’ intelligence needs to be nurtured. The second tenant is 
cultural competence, which consists of students learning about their cultural heritage and 
honoring their own cultural beliefs and practices while at the same time learning about other 
cultures. Finally, the third tenant consists of students becoming socio-politically astute. This 





transpiring in their neighborhoods. This begins with the teacher recognizing sociopolitical issues 
of race, class, and gender and being given the opportunity to self-reflect and recognize how the 
issues could affect her/him and the students. It’s the teacher’s responsibility to create a 
curriculum that will allow students to become politically active and develop into possible change 
agents.  
Statement of the Problem 
Multiple researchers have stated that some ethnic and racial groups have not fared well, 
both historically and presently, in the U.S. educational system (Aud, Hussar, Planty, Snyder, 
Bianco, Fox, & Drake, 2010; Hollins, King & Hayman, 1994; Jencks & Phillips, 1998; National 
Assessment of Educational Progress [NAEP], 2011; National Center for Educational Statistics 
[NCES], 2010; Vasquez, 2012). It is widely documented that African Americans, Latinos, Native 
Americans, and several Asian American subgroups underperform relative to their Non-
marginalized American counterparts. These educational disparities call for immediate, sustained, 
and profound attention.  
In one study in which students were interviewed on how they felt about school, one 
African American male student, who had decent grades but was sixteen years old and in the 
eighth grade, was contemplating dropping out of school (Delpit, 1996). He felt that no one cared 
about his academic path and maintained that there were no teachers at his current school that 
reflected his ethnicity, could relate to his struggles, or give him personal testimony of their own 
challenges; therefore, he felt no one would care if he quit school. It is apparent that he would not 
have felt the same way if there were teachers at his school who reflected his ethnicity or 
understood his plight. According to Ladson-Billings (2014), African American students who 
come from low socio-economic backgrounds have the greatest propensity of dropping out of 





focus is not on academics. The question then is the target of their focus. Some possibilities are 
that they may be thinking about what, if anything, they’ll have to eat that day or whether the 
lights will be on when they get home. Questions such as “I know my clothes are dirty, will other 
kids make fun of me?” or “do I have a body odor, and can others smell me?” or “who is going to 
be at the house when I get home today, and will he or she try to touch me too?” may be foremost 
in their thoughts rather than the homework to be done or tests that need to be studied for. More 
so than others, these children deal with adult issues and need teachers who can recognize and 
suggest solutions to their struggles.  
Douglas et al. (2008) stated that school systems create expectations and evaluate 
outcomes based upon ideas, beliefs, and values generally accepted by the dominant culture of the 
institution, thus, if the teachers of the school are members of the dominant culture then the 
expectations are often for all students to learn and behave in the way the dominant culture was 
taught. Therefore, African American students are often expected to act in a manner that is 
conducive to learning, which may not reflect the best learning styles for their particular 
situations. Difficulties arise when a teacher cannot relate to the population she/he teaches daily, 
or the teacher enters his/her classroom with disdain towards African American students. 
McKenzie (2001) stated that African American students are frequently educated by teachers who 
do not believe African American students can learn or who are actively negative in their attitude 
toward African American students. 
Another contributing factor for African American students is the student’s socioeconomic 
status (SES). As stated earlier, SES plays a significant role in learning disadvantages for African 
American students. Moreover, Bourdieu (1986) stated that wealth is a form of capital that can be 
converted into direct financial resources that can purchase educational supplies, such as books, 





marginalized population no matter their income, level of education, or occupation. Because of a 
lack of resources, some students may need additional background knowledge before a lesson can 
be successfully taught due to inner city children rarely leaving their communities. Some students 
may benefit from a visual of the content being taught because their neighborhoods are all they 
know, while others may need to hear an audio rendition of the content because they learn better 
that way, though some teachers may have little or no understanding or regard for students who 
do not share the same opportunity they were afforded growing up. McGrady and Reynolds 
(2013) and McKenzie and Scheurich (2004) state that some teachers are unconsciously racially 
biased due to stereotypes that depict some groups as more academically oriented than others.  
Valencia (as cited in McKenzie & Scheurich, 2004), stated that deficit thinking is a 
theory that postulates that African American students who fail in school do so because of their 
home life; teachers feel that students should come to school already motivated to learn and that 
these students have built in deficits that teachers could not begin to overcome. Teachers assume 
this deficit posture because it is easier to blame parents, neighborhoods, or the socio-economic 
status of students rather than to self-reflect about what they can do to keep students engaged. 
This mindset comes from a position of superiority where the teacher may compare his or her 
upbringing to that of the students and if there are major differences the teacher then feels 
exonerated regarding the students’ failure. Eradicating these negative and destructive ways of 
thinking and educating African American students equally so that they can achieve at high levels 
has been a formidable task (Delpit, 1996; Fine, Weis, Powell, & Mun Wong, 1997; Ladson-
Billings, 1997, 2001).  
As a result of these negative outlooks, African American students are selected less often 
than other students when participating in class. Some teachers tend to have lower expectations 





thinking to judge their students of color’s behavior and academic potential more negatively than 
that of other students. Deveaux (2013) stated:  
A number of factors contribute to disproportionality, including test bias, socioeconomic 
status, special education processes, issues of behavior management, imbalance in general 
education, and inadequate teacher preparation. All children have the ability to learn and 
succeed, however, not in the same way or on the same day. More times than not 
educators develop an opinion about a student before they have had an opportunity to 
work with them. These perceptions are developed as a result of stereotypes, personal 
experiences, the media, inexperience working with a particular demographic, and 
influences from colleagues. Students have no control over these variables; however, they 
are subjected to the scrutiny of individuals that are responsible for providing them with a 
quality education. Educator’s perception of the students they serve plays a vital role in 
their expectations, interactions, and relationships with students they work with. These 
perceptions tend to hinder an educator’s ability to work with students in an unbiased 
manner in order to get the maximum effort out of their students. Ultimately, these 
variables contribute to differential rates of referral for minority students across the nation.  
(p.5)  
Purpose Statement 
The purpose of this Q-methodological case study was to examine the shared perspectives 
regarding current attitudes of educators who teach African American students. These results 
were analyzed through the theoretical lens of Culturally Relevant Pedagogy. Additionally, this 
research is able to provide information that can help pre-service teachers, particularly those with 





Furthermore, currently employed teachers can also benefit from reflecting on their attitudes 
towards teaching African American students using the results from this research.  
Research Question 
The following research question guided this study: 
What are the shared perspectives regarding the pedagogical practices most culturally 
responsive to African American students? 
Theoretical Framework: Culturally Relevant Pedagogy 
Culturally Relevant Pedagogy (CRP), as conceptualized by Ladson-Billings’ (1994) 
seminal work that extended from Critical Race Theory (CRT), is an approach to teaching which 
privileges the culture of youth in classrooms to validate their lived experiences and guide 
curriculum and instruction. According to CRP, culturally responsive teachers abandon “culture 
free” (Emdim, 2011) and “color-blind” practices and abide by three tenets which are believed to 
be effective in working with students of color. Ladson-Billings (1994) delineated the tenets as 
nurturing students’ intelligence (academic success), developing students’ cultural competence 
about themselves and their peers, and helping students to become more socio-politically 
conscious. 
Ladson-Billings used the theoretical framework of Critical Race Theory to develop the 
theory Culturally Relevant Pedagogy. Brown-Jeffy and Cooper (2011) state that race must be a 
factor when considering culturally relevant pedagogy. In this view, culturally relevant pedagogy 
has to acknowledge students of color for who they are and how they perceive themselves, as well 
as how the world sees them. Critical Race Theory therefore provided the foundation which 
Ladson-Billings used when developing Culturally Relevant Pedagogy. Ladson-Billings had to 
consider the complexities of the social construct of race in the United States. Therefore, CRP 





were being alienated and treated hostilely (Ladson-Billings, 2001, p. 112). Much of the 
alienation is derived from inherent racism, with certain groups being labeled as inept due to their 
biology, their cultural mores, and their academic competence.  
The lack of culturally relevant pedagogy, and the lack of understanding of critical race 
theory, seemed to be a common thread throughout this exploration. These themes deal with 
African American students not being taught by teachers that share the same value system or who 
understand their ethnicity or culture (McGrady & Reynolds, 2013, p. 5). Moreover, McGrady 
and Reynolds (2013) state that some teachers hold African American students to lower standards 
or no standards at all in their classrooms. Because this topic arouses many feelings for educators, 
and to help avoid the potential for researcher bias, Q-Methodology was selected as the research 
method.  
Q-method will be used to drive the questions in this study by eliciting the subjective 
opinions of teachers, providing insight into the consciousness and subjectivity of this population. 
McKeown and Thomas (1988) state that the Q-method provides a unique way to model 
individual viewpoints. Q-methodology is a “well established, scientifically-based approach to 
study the opinions, attitudes, discourses and beliefs that allow a participant to systematically 
voice his/her viewpoint by ranking statements according to a conditon of instruction” (p. 76). 
In this study, Q-Methodology was used to obtain the subjective viewpoints from a teacher 
population that works with African American students. Q-methodology is particularly useful at 
getting to the subjective perspective within the context of the phenomenon being investigated. A 
discussion of Q-methodology is detailed in Chapter Three, alongside an overwiew describing the 
process and procedures used. Q-methodology is conducted in five stages, with the researcher 
beginning by developing a collection of statements to develop the concourse, which is 





study used a questionnaire that asked teachers to give nine things they felt were effective in 
teachng African American students. The next step was then reducing, or culling, the number of 
statements to a managable and representative sample called the Q-Set or Q-Sample. The 
participants, or P-Set selection follows, and looks for groups with a vested interest in the topic. 
After selecting and facilitating the Q-Sorts,  the final Q factor analysis and and interpretion of the 
results can lead to insights regarding the viewpoints towards the phenomena of interest (van Exel 
& de Graaf, 2005, p. 4). 
Significance of the Research 
The rationale behind examining attitudes adopted by teachers in classrooms is to identify 
and replace an ingrained cultural mindset of teachers that potentially hurt African American 
students from pre-K through graduate school levels. The significance is to identify if some 
teachers, whether knowingly or not, are making disadvantaged African American students feel 
less than their peers, and are damaging these children of color for the rest of their academic 
careers. The effects are often compounded if the parents of a child suffered from the same 
phenomenon because, like poverty, it becomes generational. Most children, as well as many 
educators, are unaware that this phenomenon exists.  
Another reason this research was significant is that it highlights the need for potential 
policy changes that would have districts create opportunities for educators to learn about the 
population or the culture in which they serve. Also, the findings of this study can be used to 
inform pre-service teaching programs about the negative effect stereotyping has on African 
American students, such as thinking all African American boys with dread-locked hair are 
hoodlums, that African American males are hyper-sexual, or that African American students are 
inherently inferior.  Also, school districts could create workshops for their in-





pedagogical tools, such as knowing the correct proximity of certain cultures, understanding your 
audience, and using non-micro-aggressive terms, when confronted with African American 
students. A deeper examination of the implications of these findings is provided in Chapter Five, 
but the hope is that this research will lead to a discussion of policy changes that will create 
opportunities for educators who mirror the ethnicities of the populations which they serve. 
Additionally, this body of knowledge could be used to inform pre-service teaching programs 
about the negative effect of not being culturally responsive regarding African American students.  
Delimitations and Limitations of the Study 
A major limitation to the research was a combination of this topic being considered 
controversial in nature and the researcher being the only African American teacher in a 
predominately non-marginalized school; some potential participants reacted in a hostile manner 
towards the research and the researcher. After disseminating the questionnaire to teachers, the 
researcher was called to the office to be informed that “this county is very conservative, and a lot 
of people are offended by such a survey.” Colleagues that had previously been friendly and were 
assumed to be willing to participate would no longer speak to the researcher. This served to 
severely limit the potential participant pool in the district in question. 
Other limitations transpired when attempting to disseminate the questionnaire to a former 
school district. Following standard procedure of submission of the questionnaire to the school 
district’s Institutional Review Board, it was revealed that the survey could not be distributed 
during working hours. Because this district was not local, travel to the site to distribute the 
survey after school hours was virtually impossible given time constraints. More opposition 
occurred when attempting to contact former colleagues directly, as some refused to participate or 






This chapter provided a brief overview of the phenomenon that African American 
students face on a day-to-day basis and provides the justification and foundations of the study. 
Chapter Two explores the relevant literature and past research into the phenomena, Chapter 
Three discusses the research methods and provide procedural details. Chapter Four will provide 
an overview of the analysis and findings, while finally, Chapter Five will discuss the results and 






CHAPTER TWO: REVIEW OF THE LITERATURE 
This chapter recapitulates recent research and the relevant literature to provide the 
background necessary for understanding the impetus of the study as well as the foundation of the 
Concourse used in Q-Methodology. To develop a thorough and comprehensive concourse 
instrument to be utilized for this research, it was necessary to review literature that related to the 
topic investigated.  
Following a careful reading of “Racial Mismatch in the classroom beyond black non-
marginalized differences” by McGrady and Reynolds (2013), the references section was used as 
a catalyst to find additional readings to delve further into the literature, ultimately narrowing the 
focus to one paradigm relevant to this phenomenon, Culturally Relevant Pedagogy. This concept 
helped to provide a narrative that gave the reader a clear, rich and concise perspective into the 
phenomena as well as a theoretical framework from which to explore. 
The theoretical framework was reviewed to inform the creation of this study. During this 
review, key terms and concepts relevant to the study was expounded upon with the ideas and 
theoretical construct drawn from the literature constituting a multifaceted theoretical concourse 
from which assertions were gathered for the Q-Study. Strategies exercised for researching the 
literature included accessing online databases, exploring researchers’ references lists, and 
reviewing trade books. The ERIC database through EBSCO, JStor, and University of North 
Florida’s Thomas G. Carpenter Library’s “One Search” were used. 
Keywords such as Mismatch, Culturally Relevant Pedagogy, and Critical Race Theory 
were used. Researchers including Emdin, Ladson-Billings, Delgado, Tate, and Bell were used in 
a general search of literature. Google Scholar and dissertation databases were accessed using the 





journals, dissertations, and research articles. Lastly, the broader internet was accessed for 
specific literature and articles not detected on databases.  
Derman-Sparks and Ramsey (2011) argued that racism must be understood as a systemic, 
institutionalized force that provides advantages to people defined as white and disadvantages to 
people defined as black. Understanding that racism is not just a matter of individual prejudice 
and discrimination opens new avenues for defining the roles and responsibilities of non-
marginalized people. 
Many private educational institutions employed African American and Latino/a custodial 
staff and paraprofessional staff, giving African American students role models that were not 
considered upper echelon. Derman-Sparks and Ramsey (2011) stated that private institutions 
typically employ directors, teachers, and principals who were non-marginalized, thus allowing 
the non-marginalized students to garner a sense of entitlement. As a result, children began to see 
racial hierarchies develop. According to Derman-Sparks and Ramsey (2011), “whiteness” is the 
invisible norm; therefore, non-marginalized children often have a sense of superiority because 
the people who hold important positions look like them, giving these non-marginalized children 
a sense of security and well-being (p. 35). Unfortunately, most African American students don’t 
have the opportunity to become comfortable to the same extent.  
Occurrences as stated above tend to give leniency to teachers in negating the cultural 
dynamics of their classrooms. This type of behavior has been detrimental to African American 
students in public school settings. Emdin (2008) stated that teachers come from a world that is 
completely removed from that of the students, which communicates in a kind of code that 
strengthens their connections to one another while it deepens their alienation from the world of 





students learn, it must be a field to be studied and understood by both educators and students 
while both engaged in teaching and learning.  
Bell (2008) and Ladson-Billings and Tate (1995) argued that racism is not a series of 
isolated acts, but is endemic in American life, deeply ingrained legally, culturally, and even 
psychologically. These actions and beliefs have permeated the everyday classroom. Disregarding 
students’ cultural makeup in the classroom has commanded authors to research said phenomenon 
of behaviors. This literature review describes Culturally Relevant Pedagogy as it pertains to 
teachers and their attitudes toward teaching curricula that reflect students of color in a positive 
manner, as well as the adverse effects of not being Culturally Relevant in a classroom.  
In addition, the literature recognized the children being taught by teachers cognizant of 
culturally relevant pedagogy and the positive results it had on students’ test scores and in the 
reduction of disciplinary referrals. McGrady and Reynolds (2013) stated that previous research 
demonstrated that students taught by teachers of the same race and ethnicity received more 
positive behavioral evaluations than students taught by teachers of a different race or ethnicity. 
McGrady and Reynolds (2013) viewed these findings as evidence that some teachers were 
racially biased due to preferences stemming from racial stereotypes that depict some groups as 
more academically oriented than others. This rationale sets the premise for the argument of 
culturally responsive research for African American students and builds upon a long line of 
scholarship with historical roots.  
Dubois, Cooper, and Woodson (as cited in Tillman, 2002) believed that plans for 
advancing education for African American students should be predicated on understanding the 
culture and historical contexts of their shared lives and that attempts to portray African American 
and African American culture(s) by persons who have limited knowledge of African American 





effects on people of color and ignored the notion of "the non-marginalized” in racial hierarchies. 
However, assumptions about racial inferiority could not have survived without the concept of 
non-marginalized superiority. "Ideological racism includes strongly positive images of the non-
marginalized self as well as strongly negative images of the racial others" (Feagin, 2000, p.33).  
These beliefs then, in turn, engendered a sense of entitlement, which is the core of the 
social-political construct of the non-marginalized. Research on the educational disparities that 
African American and brown children have endured has inspired many researchers, including 
Ladson-Billings, Delgado, Tate, and Emdin, to write about their findings and their research has 
helped to create the theoretical frameworks many other researchers use today. 
Theoretical Framework: Culturally Relevant Pedagogy 
Culturally Relevant Pedagogy was a term that Ladson-Billings made popular in 1994, 
with the thought provoking book The Dreamkeepers. Ladson-Billings (2009) stated that, as an 
educational anthropologist, “I understand culture as an amalgamation of human activity, 
production, thought, and a belief system.” The inspiration for the book was the education gap 
that seems to permeate most if not all inner-city schools that educate African American and 
brown children.  
While there has been progress in the past 63 years, a problematic educational gap still 
exists, and the personal and social costs of educational underachievement for these groups are 
considerable for individuals, their families, their communities, and the economic viability of the 
nation. What’s more, these outcomes are often distributed onto the next generation, as there is a 
relationship between parents’ social class and their children’s level of educational and 
occupational attainments (American Psychological Association, 2012 p. 5).  
African American students struggled in the areas of reading, math, and other core 





(2011) stated that African American students often experience underachievement because they 
interpret being African American as conflicting with academic excellence. Many African 
American and brown children have rarely had a teacher that looked like them. A greater tragedy  
has  been the scarcity of African American male teachers during many educational careers. For 
most, the only African American males many may have encountered at school were the 
custodians or the gym teachers; seldom were there African American and Latino males teaching 
core subjects such as math, science, history, or language arts. This lack of diversity in both 
content and personnel was the rationale for Ladson-Billing researching and coining the term 
Culturally Relevant Pedagogy. 
Culturally Relevant Pedagogy manifests itself when cultural competence, as conceived 
by Ladson-Billings (1994), is not problematic and when mainstream U.S. culture reflects and 
resonates with students' cultural identities. In the instance in which students' cultural identities 
and mainstream U.S. culture are not in sync and students' cultural identities are marginalized, 
this cultural competence "uses student culture to maintain [student culture] and to transcend the 
negative effects of the dominate culture" (Ladson-Billings, 1994. p.17).  
Culturally Relevant Pedagogy must deviate from other cultural perspectives in its 
criticality, a critical and intentional deconstruction of the status quo, and must cover three tenets: 
(1) academic excellence for all students, (2) the fostering of cultural competence, and (3) the 
development of a critical social consciousness (Ladson-Billings, 1994). Often, descriptions and 
interpretations of subject-area specific practices within classrooms accompany the discussion of 
these elements (Abt-Perkins, Balf, Brown, Deal, Dutro, Helmer, & Parsons 2010, p. 16).  
Culturally Relevant Pedagogy was created to “problematize” teaching and to encourage 
educators to seek out the nature of student-educator relationships, the curriculum, schooling, and 





students desire to see and know that people of their background have made contributions to this 
“Great Nation” as well. For far too long, marginalized children have had to endure looking at and 
hearing about White men in wigs get credit for creating this nation and enduring ridicule from 
other students when history books portrayed African Americans as cartoon caricatures with big 
red lips living in grass huts, books that make Africa look smaller than the United States, or 
photos of African American women with breasts exposed, a basket on their heads, and wearing a 
grass skirt.  
United States history is not inclusive nor representative; it is a history that has often 
allowed non-marginalized students to have a sense of superiority and entitlement. Many teachers 
have failed to realize that culture and relevance play individual and collective roles in teaching 
and learning (Ladson-Billings, 1994). In culturally relevant pedagogy, having good intentions 
must be supplemented by academic knowledge and skills as well as the fortitude to disrupt and 
destroy the current status quo one lesson at a time. Good technical skills may not make up for a 
lack of relevance or attention to students' cultures; similarly, an awareness of culture and 
relevance cannot erase weak pedagogical skills or watered-down instruction (Abt-Perkins et al., 
2010, p. 4).  
Gay (as cited in Jackson, 2011) reiterated the same sentiment when she stated that school 
content should be an instrument to help foster student’s success and accentuate their present and 
future powers, capabilities, attitudes, and experiences. Gay states that relevant instruction should 
include information about the histories, cultures, contributions, experiences, perspectives and 
issues that students deal with regarding respective ethnic groups. Dutro, Kazemi, and Balf (2010) 
made a compelling argument stating that when teachers followed their students’ lead into 
thinking about and exploring important ideas, teaching and learning were more relevant to 





preconceptions about what will be meaningful for any given classroom or group, teachers may 
very well get it wrong. 
Many educators and researchers believed that the educational disparities being researched 
stem from a moral decay that has plagued the Americas for centuries. Ladson-Billings and Tate 
(1995) stated that Critical Race Theory describes the process which inspires and stimulates the 
oppressor with the thought that he is everything and has accomplished everything worthwhile, 
while at the same time crushes the spark of genius in people of color by making them feel that 
their race does not amount to much and never will measure up to the standards of other people. 
Critical Race Theory continued to play a major role in the United States because American 
society was based on property rights rather than human rights, and the unique intersection of race 
and property created an analytical instrument for comprehending inequity (Ladson-Billings & 
Tate, 1995, p. 47). Harris (as cited in Ladson-Billing & Tate, 1995) stated that the devastating 
effects of slavery linked the privilege of non-marginalized to the subordination of African 
Americans through a legal regime that attempted the conversion of African Americans into 
objects of property.  
Bell (1980) stated that America, with all its laws, rules, and regulations, has been geared 
to advance the non-marginalized race movement. Bell also stated that America was innately 
prejudiced. Racism was not a series of isolated acts, but endemic to American life; it was deeply 
ingrained in European culture, has been made legal by governmental laws, and has affected 
people of color psychologically (Ladson-Billings & Tate, 1995, p. 52). Wellman (as cited in 
Ladson-Billings & Tate, 1995) stated that “culturally sanctioned beliefs which, regardless of the 
intentions involved, defended the advantages non-marginalized have because of the subordinated 





were made to appease people of color, were never created to be effective, and most of them were 
undermined before they could fulfill their promise (i.e. Brown v. Board of Education of Topeka).  
Because the dominant culture has never had to endure the “thousand daily cuts” of 
racism, such as women grabbing their purses when people of color walk past, people locking the 
door when people of color cross the streets, or being routinely followed in shopping malls, non-
marginalized individuals often have the propensity to disbelieve people of color when they have 
shared their experiences. Bell (1980), and Ladson-Billings and Tate (1985) agreed that the plight 
of people of color can only be told by storytelling, through one’s own empirical reality. These 
stories serve as interpretive structures by which they imposed order on experience and 
experience affected African Americans immensely.  
Problem 
Before one can postulate about how or why this research was so desperately needed, one 
must understand the origins of how African American students have come to be in such a deficit 
in public schools. The problems began as poverty and poor educational opportunities became 
cyclical. Parents went to a school where there were little to no expectations for them to succeed, 
obtained a minimum wage job, and are then limited as to where they live, many living in a 
housing project in the inner-cities or low income housing neighborhoods. Those parents then sent 
their children to the same school where they themselves had received a sub-par education, their 
children grew up, obtained the same type of low income job, moved into the same type of 
neighborhood, and had children of their own. The cycle continued. 
Harley’s (2008) research on the impact of education laws and policies, particularly those 
implemented as a result of the Brown v. Board of Education decision of 1954, examined how 





resources for African American youth and this may have created even more problems for the 
education of African American children. (p. 522). 
The desegregating of schools, based on the literature, appeared to often be detrimental to 
African American students. School administrators in many cases fired African American 
principals and replaced them with non-marginalized males. These African American schools had 
been producing doctors, lawyers, teachers, and judges, but after non-marginalized principals took 
over, these schools began to fail. Tillman (2004) reiterated this notion when stating that African 
American principals were often denied the opportunity and authority to act on behalf of African 
American children in the implementation of desegregation (p. 172).  
When topics such as race, poverty, and inequality are mentioned many people tend to 
ignore them, or not worry because they are not personally experiencing discrimination. Derman-
Sparks and Ramsey (2011) state that race is, and has always been, a social-political construct 
masquerading as a biological fact. Racism has been defined and redefined by social, economic, 
and political forces (Omi & Winant, 1986) in ways that have reflected the interests and beliefs of 
those in power. Despite its lack of validity, this construct underlies a system of racial advantage 
and disadvantage and continues to influence the life prospects of all Americans, both those who 
are viewed as racially superior and those who are targets of racial discrimination. 
Many analyses of racism focus on its negative effects on people of color and ignore the 
notion of "whiteness" that is embedded in racial hierarchies. However, assumptions about racial 
inferiority could not exist without the partner concept of superiority. "Ideological racism includes 
strongly positive images of the non-marginalized self as well as strongly negative images of the 
racial others" (Feagin, 2000, p.33). These beliefs, in turn, engender a sense of entitlement, which 
is the core of the social-political construct of the non-marginalized. This same notion is being 





of teachers are ethno-racially non-marginalized (i.e. White, non-Hispanic 81.9%) women with an 
average age of forty-two (Tourkin, Pugh, Fondelier, Palmer, Cole, Jackson & Walter, 2004). 
These cultural differences have trickled into the classroom. Some teachers have the propensity to 
prejudge their students based on their skin tones and nationalities. McGrady and Reynolds 
(2013) state that among students with non-marginalized teachers, Asian students are usually 
viewed more positively than non-marginalized students, while African American students are 
perceived more negatively because of stereotypes and media sensation, such as news reports that 
depict people of color in an egregious way. This view is especially magnified when African 
American students grow up in poverty. Carter, Morris, and Villages (as cited in Derman-Sparks 
& Ramsey, 2011) state that there are disadvantages for students of lower socioeconomic status 
and marginalized students because educators and schools embrace non-marginalized-middle-
class standards of deportment and academic ability. 
McGrady and Reynolds (2013) used the most appropriate term “mismatch” to describe 
the phenomena. Much like wearing one green sock and one purple sock, they don’t match, 
having a teacher who has no clue about the inner workings of an inner-city housed in a Latino/a 
and black classroom, there is a disconnect. This teacher usually has no other resource to pull 
from but what she has seen on the news and the stereotypical propaganda perpetuated by the 
media. McGrady and Reynolds (2013) contend that “mismatch” effects stem from racial 
stereotypes. McGrady and Reynolds state that sociologists have speculated that the negative 
perceptions teachers tend to hold regarding African American students are rooted in racial 
stereotypes and racially charged micro political classroom dynamics. “The effects of mismatch 
can be viewed in two ways, (1) how teachers view African American students versus other 
students, and (2) how teachers view African American students versus how the non-marginalized 





Negative attitudes and low expectations are two attributes that hinder the growth of any 
student, whether African Americans, non-marginalized, Asian, or Hispanic, etc. When students 
sense that teachers do not expect them to do well, this often then becomes a self-fulfilling 
prophecy. Negative behaviors will begin to manifest themselves in the classroom, and 
achievement will begin to diminish.  
Ferguson (as cited in Jencks & Phillips, 1998) and Darling-Hammond (1985) state that a 
review of the literature on teachers’ expectations concludes that teachers do have lower 
expectations for African American students than for other students. Ferguson states African 
American students often enter school with weaker cognitive skills than other students. Ferguson 
also finds some evidence that lower teacher expectations have a more negative effect on African 
American students than their non-marginalized classmates. Crocker and Major (as cited in 
McKeown & Weinstein, 2002), state that marginalized groups who perceive that the teacher 
expects low math performance may ponder whether the teacher’s belief is based on actual ability 
or on the teacher’s general belief that a group is not as good at mathematics. Attributing the 
teacher’s belief to ability may erode confidence, thus affecting performance. Attributing the 
teacher’s belief to the teacher’s stereotype may protect the student’s self-esteem, but may also 
lead to disengagement from schooling, which may also eventually erode performance. For 
instance, African American students are the minority when it relates to overall enrollment in 
public education, but are the majority in special education and vocational education. Various 
journal articles have implied that if teachers have the preconceived notion that African American 
students are not college bound, it follows that they will not invest the time or energy to 
encourage college readiness (McGrady & Reynolds, 2013, p. 3).  
Darling-Hammond (1985) states that minority students are disproportionately placed in 





often lack enthusiasm, expectations normally are low, and children get the message they cannot 
succeed. Vaught and Castagno (2008) state that non-marginalized racial power permeates every 
institution, and teachers fail to understand how race and racism inform low student achievement. 
Non-marginalized students can walk into a classroom that has a non-marginalized teacher 
standing at the door in the morning and have an unconscious sense of comfort knowing that they 
are in good hands with this teacher. McGrady and Reynolds (2013) infer that a non-marginalized 
student will never have to wonder if this non-marginalized teacher is going to give him or her a 
fair deal when it comes to grades or pick him when it is time to answer questions, read aloud, or 
come to the front of the class to work on a math problem. Alternately, if something negative 
happens in the class, to blame him; these negative stereotypes and low expectations of African 
American students contribute to the demise of students.  
Shih, Pittinsky, and Ambady (1999) found that childrens’ responses to high expectations 
may depend on marginalized membership as well. For instance, members of positively 
stereotyped groups may benefit from high expectations, while members of negatively 
stereotyped groups may accrue less benefit from high expectations. Shih et al. (1999) discovered 
that when a positively stereotyped social identity is made salient, performance may be enhanced. 
In addition to positive expectations, teachers are encouraged to enhance the educational 
experience for all students, particularly, in this case, for African American students, by 
practicing Culturally Relevant Pedagogy. Ladson-Billings, the researcher who made this term 
famous wrote in her book The Dreamkeepers: 
When I originally began searching for research for successfully educating African 
American students. I found nothing. The extant literature was filled with studies of 
African-American students, but most cast them as deficient and closely associated with 





One of the reasons this phenomenon occurs on such a frequent basis is due to the average 
age and race of teachers across the nation, which is twenty-one years old and non-marginalized. 
This young non-marginalized teacher seems to “come from a world that is completely removed 
from that of African American students, who relate to one another in a kind of code that 
strengthens their connections to one another while it deepens their alienation from the world of 
education” (Emdin, 2008, p. 773). Aside from growing up being able to be nonchalant about 
race, teachers are also stymied by insufficient professional training for doing Culturally Relevant 
work. A few in-service workshops or add-on modules in a college course are not enough 
preparation to authentically raise and explore these issues with adults and children (Chag, 
Muckelroy, & Puildo-Tobiassen, 1996). 
As stated above, non-marginalized teachers are approaching classrooms with the mindset 
that they have the answers to these African American students’ dilemmas. Non-marginalized 
teachers believe that race and racism is either nonexistent or irrelevant to talk about and that to 
address it could be harmful to marginalized children. Non-marginalized teachers would rather 
pretend that they don’t see color, which is another “deficit model” way of thinking. These 
teachers deny or ignore the systemic racism and non-marginalized privilege that remains 
prevalent in the United States (Derman-Sparks & Ramsey, 2011, p. 30) Derman-Sparks and 
Ramsey (2011) state that racism is now more covert or subtle than it was in the past. They 
conclude that some teachers may be aware of their racial privilege but are invested in denying it 
and protecting their heritage and therefore see curriculum that pertains to Cultural Relevance as 
threatening. Derman-Sparks and Ramsey maintain that current strategies used to redress the 
inequities of racism victimize marginalized people and are a luxury of non-marginalized people. 
Derman-Sparks and Ramsey (2011) state that some people harp on the negative effects 





Ramsey emphasize that racism is embedded in racial hierarchies, as these assumptions about 
racial inferiority could not exist without the coordinating notion of superiority. This type of 
ideology incorporates a strong positive image of the non-marginalized-self and strong negative 
images of the racial other. “These beliefs, in turn, invoke a sense of privilege, which is the 
catalyst of the sociopolitical construct of non-marginalized people” (Derman-Sparks & Ramsey, 
2011, p. 30). 
Omi and Winant (as cited in Derman-Sparks & Ramsey, 2011) state that race is, and has 
always been, a social-political construct masquerading as a biological fact. Race has been 
defined and redefined by social, economic, and political forces in ways that have reflected the 
interests and beliefs of those in power. Omi and Winant (2011) believe that racism lacks 
legitimacy; its construct underlies a system of racial advantage and disadvantage, and it 
continues to impact the life prospects of all Americans-both those who are viewed as racially 
superior and those who are targets of racial discrimination.  
Derman-Sparks and Ramsey (2011) conclude that “whiteness” is a concept, a belief, 
which possesses tremendous strength over our lives and, in turn, over the lives of brown and 
African American people. Racism is an arbitrary category that supersedes our individual 
personalities. A related pervasive argument used to nullify cultural diversity in schools is the 
notion that teachers are “color-blind.” The color-blind position silences children of color and 
grown-ups. Color blindness invalidates the ongoing racism experienced by people of color 
(Derman-Sparks & Ramsey, 2011).  
The sentiments above came from various educators who honestly believe that they are 
effective teachers, but they don’t believe in cultural diversity. A teacher of a predominately white 
class stated that if she were to introduce diversity in her class, her students would not benefit 





inequality or bias. Derman-Sparks and Ramsey (2011) state that the idea that racism is an 
intentionally created and maintained system that advantages European Americans is often a 
difficult one for non-marginalized people to stomach. 
Solution 
Derogatory statements used to describe African American students inspired Ladson-
Billings to conduct her own research. Ladson-Billings states that the literature contained nothing 
but negative data. Changing the vernacular of the research focus thus seems imperative. With all 
the knowledge we possess in the United States we still have the same dilemma of African 
American children lagging in both test scores and overall grades in class and are the leading 
statistic in ESE programs and dropout rates. To close the educational divide, Ladson-Billings and 
Tate (1998), McGrady and Reynolds (2013), and Tillman (2002) all state that when research 
about African American and brown students has been approached from a culturally sensitive 
perspective, the varied aspects of their culture and the varied aspects of their historic and 
contemporary experiences are acknowledged. When African American and brown children can 
identify with people that look like them in textbooks, they are more apt to stay focused and 
remain engaged and can thus identify with the plights of the people they are learning about, 
giving them courage to forge through their own personal dilemmas. 
Racism is comprised of attitudes and belief systems that one must deal with as a person 
of color. Facing these thousand daily cuts is challenging enough for an adult, let alone as 
children and students who must endure racist tendencies when they don’t yet have the resources 
or cognition to defend themselves. These attitudes toward teaching African American students 
and the correlating achievement gap between African American and non-marginalized students 
gave concern to Ladson-Billings. Ladson-Billings (2014) believes that one of the root causes for 





embrace their culture and further, believes that if the curriculum were to reflect a classroom’s 
cultural dynamics, students would be more engaged in the lesson, leading to an increase in 
attendance. Ladson-Billings (2014) states that search results directed “me to references such as 
“see culturally deprived” or “see culturally disadvantaged” (Ladson-Billings, 2014, p. 76). 
Ladson-Billings reiterates that her work in this area resulted in the development of what 
she termed Culturally Relevant Pedagogy (Ladson-Billings,1995). When this inquiry began, the 
primary concern was with practical ways to improve teacher education. Ladson-Billings wanted 
to create a new generation of teachers who would have an appreciation of their students’ assets 
and to their work in urban classrooms populated with African American students (p. 74).  
Ladson-Billings stated that, even though it’s been 20 plus years since the book was 
originally written, the intention was to make a pedagogical, logical change. Ladson-Billings 
again states that instead of asking what was wrong with African American learners, to dare to 
ask what was right with these students and what happened in the classrooms of the teachers who 
seemed to experience pedagogical success with them (p.74).  
Researchers state that one possible solution would entail teachers becoming culturally 
savvy. Another possible solution would entail teachers taking their students’ demographics into 
account when creating their lesson plans. Some teachers who have taken diversity training 
classes in college believe simply talking about culture, or having African American and brown 
people sprinkled in their lesson plans, constitutes being culturally diverse. Abt-Perkins, Balf, 
Brown, Deal, Dutro, Helmer, and Parsons (2010) stated that many teachers truly believed that 
they were offering culturally relevant pedagogy by offering "minorities" and "low-income 
students" stereotypical cultural activities (p.9). Abt-Perkins et al. (2010) argued that, without 
fully considering students’ cultural backgrounds, pedagogy that attempts to be culturally relevant 





While teachers attempt to become culturally relevant it is imperative to have a working 
knowledge of the terminology. Derman-Sparks and Ramsey (2011) state that culturally relevant 
pedagogy is essential for teachers to develop, as it entails authentic identities based on personal 
abilities and interest, family history, and culture rather than on non-marginalized preeminence. 
Derman-Sparks and Ramsey suggest that a teacher needs to know and respect and value the 
diversity of physical and social attributes among African American students.  
Experience dictates that one must have a working understanding of the word culture. 
Culture, according to Abt-Perkins et al. (2010), is considered the number one medium through 
which people mediate their correspondence with one another in the tangible world. Abt-Perkins 
et al. (2010) state that these mediations consist of repetition and practices acquired from an 
individual’s prolonged immersion in a cultural lifestyle (i.e. a coordinated group of people who 
share common understandings across generations). Gutierrez and Rogoff (2003), Boykin (1994), 
and Lee (2002) state that some of these practices are spirited and approachable to altercations, 
but others are established upon deep structures that are impervious or slow to change. 
Individuals’ cultures are defining, they are all encompassing, and they give purpose. Culture has 
a dress code, it has a rhythm, it has a flavor, a swag.  
Tillman (2002), stated that African American culture(s) have been described as differing 
from European American culture in various ways that include individual and collective value 
orientations, language patterns, and worldviews. Tillman concluded that culture is a shared 
orientation based on similar cultural, historical, and political experiences. She stated that 
culturally deep structures suggest a complexity of behaviors that undergird cultural 
distinctiveness. Ginsberg and Wlodkowski (2009) state that teachers need to be cognizant of 





understanding of students’ thinking and emotions as inseparable from the social context in which 
the [learning] activity takes place” (p. 1).  
When an educator can understand a student’s cultural make up they can converse and 
behave in a manner students can relate too. Once teachers have empathetic knowledge of the 
cultural makeup of their students, they can only then achieve buy-in from those students because 
these teachers have what others have labeled “withitness.” Olneck (1995) states “motivation is 
inseparable from culture…Colleges are becoming environments with increasing numbers of 
culturally diverse students... Teaching that ignores student norms of behavior and 
communication provokes student’s resistance, while teaching that is responsive prompts students 
development” (p. 10). 
Teachers need to build a capacity for caring about others who may not look like them, a 
cooperative environment, and equitable relationships with a diverse population of students and 
faculty. This attribute would have teachers step outside their comfort zones, practice self-
reflection, and demystify their stereotypes by learning about other cultures and their mores. 
Derman-Sparks and Ramsey (2011) state that teachers need to understand, appreciate, and 
respect differences and similarities beyond immediate family, neighborhood centers/classroom, 
and their own racial group.  
It has been suggested that teachers fare well when they learn to identify and challenge 
their prejudices and discriminate practices among themselves and in their immediate 
environment. Derman-Sparks and Ramsey conclude that teachers must “commit to the idea that 
all people have the right to secure, healthy, comfortable, and sustainable lives, and that everyone 
must equitably share the resources of the earth that care for them” (2011, p. 4). Derman-Sparks 
and Ramsey further elaborates on this last quote to mean that educators need to build childrens’ 





comments (name calling), and behaviors (discrimination) directed at one’s own or others’ 
identities. It is the responsibility of the educator to foster each child’s critical thinking about bias, 
and to garner the emotional empathy to know that bias hurts (p.5).  
It is evident that teachers must know and be secure in their abilities both academically 
and intellectually before they can grasp the concept of cultural relevance. Oser, Dick, and Patry 
(1992) emphasized the intellectual nature of all good teaching, including traits such as 
"reflection, imagination, self-criticism, knowledge of subject matter and tools of best practice” 
(p. 834). In summation, effective teaching is merged with the idea of being morally responsible. 
Abt-Perkins et al. (2010), Ladson-Billings (2014), and Tillman (2002) acknowledge that 
teachers must recognize the cultural heritage of various ethnic groups as legacies that affect 
students’ dispositions, attitudes, and approaches to learning as significant content to be taught in 
a formal curriculum, and agree that building bridges of meaningfulness between home and 
school experiences as well as between academic abstractions and lived sociocultural realities is 
no easy feat. It is imperative that educators utilize a wide variety of instructional methods that 
are connected to different learning modalities. Abt-Perkins et al. (2010) and Ladson-Billings 
(1998) state that culturally relevant teachers must teach students to know and praise their own 
and each other’s cultural heritages. Lastly, according to these researchers, teachers must include 
multicultural information, resources, and materials in all the subjects and skills taught. Abt-
Perkins et al. (2010) have their own views of what culturally relevant pedagogy entails, though it 
is not much different from that of Ladson-Billings. Abt-Perkins et al. (2010) state that culturally 
relevant pedagogy requires a political diligence and understanding that power relations and 
hierarchies exist within all social interactions and communities, including the classroom 
community. Abt-Perkins et al. (2010) believe that culturally relevant pedagogy calls on teachers 





instruction and explore the hidden curriculum maintained by materials that present too limited a 
set of perspectives. 
For teachers of African American students, there is a duty to engage in assessment 
practices that help know our students’ full identity positions, subjectivities, and perspectives, not 
simply their achievement scores. As educators delve into students’ lives beyond the classroom, it 
becomes possible to learn more about them and their cultural differences. Ford, Howard, Harris, 
and Tyson (2000) state that teachers don’t need to be physically expressive and affectionate 
toward their students to practice culturally relevant pedagogy, rather they need to expect more 
from students and maintain a no-nonsense, no excuses attitude. Students love rules and they 
admire teachers that hold them to higher standards. 
The education community has systemically designed policies that favor the dominant 
culture in their educational pursuits. This was made evident in Ladson-Billings opening 
statement in “Culturally Relevant Pedagogy 2.0 aka the remix” (2014). Ladson-Billings (2014) 
states that the classroom environment is non-conducive for African American students, just 
because of who they are. Cohen (as cited in Ladson-Billings, 2014, p. 81) states that the 
characteristics such as race, class, gender, language, immigrant status, culture, or sexual identity 
served to hinder students’ opportunities because teachers of privilege often make judgments 
about their academic capabilities. 
As dismal as this may seem, there are trailblazers who are doing more with less, teachers 
both African American and non-marginalized that dare to defy the system and believe that all 
children can learn despite their current circumstances. These educators are those who think 
outside the box, go beyond the call of duty, and spend quality time creating lesson plans that are 






Again, culturally relevant pedagogy entails teachers focusing on student learning and 
academic accomplishments versus classroom and behavior management, by focusing on cultural 
competence versus cultural assimilation or eradication, by focusing on sociopolitical 
consciousness rather than school based tasks that have no relevance outside of school 
application. This is the secret behind culturally relevant pedagogy; the ability to link principles 
of learning with a richer understanding of the students’ cultures (Ladson-Billings, 2014, p. 77). 
Having established what culturally relevant pedagogy looks like in the classroom, the 
discussion must entail how to maintain the momentum and keep both teachers and students 
engaged. The maintenance of culturally relevant pedagogy will be exercised by using culturally 
sustaining pedagogy.  
As stated earlier, Paris (2012) stated that culturally sustaining pedagogy seeks to 
perpetuate, foster, and sustain the linguistic, literary, and cultural pluralisms as part of the 
demographic project of schooling. Paris stated that in lieu of a monocultural society, research 
and practice should equally embrace cultural pluralism and cultural equality. It is imperative that 
teachers maintain the momentum of cultural relevance as not just a “African American history 
project” where students constantly hear of the same two people, Dr. Martin Luther King and 
Rosa Parks. While these two individuals are very important to African American history, they 
were not the only two African Americans to help shape America and the Civil Rights movement.  
Derman-Sparks and Ramsey (2011) state that through self-reflection, teachers need to 
keep track of the activities that keep their students engaged the most and avoid strategies that did 
not fare well. This manner of teaching may help children develop positive and realistic self-
images and to see ways in which they can participate in the group. Derman-Sparks and Ramsey 
(2011) understand that teachers must also focus on themselves when sustaining cultural 





history and perspectives in conjunction to their identity and feelings about race. Secondly, it is 
imperative for teachers to uncover their misconceptions, their discomforts, and gaps in their 
knowledge base that might hinder their effectiveness, as well as engage in self-reflection to allow 
them to find specific areas of deficiency in their delivery to students and help dispel negative 
preconceptions created by seasoned teachers who have used damaging rhetoric about African 
American students and their neighborhoods.  
Sustaining cultural relevance entails periodically gathering some basic demographic 
information about the neighborhoods where students live to add to a teachers’ understanding of 
the context in which their students function. Teachers could have students learn of the 
unemployment percentages in various neighborhoods, the percentages of people who are in 
poverty and on welfare, and the percentages of different racial and ethnic groups throughout the 
town. Students can alsohave the opportunity to learn about and get involved with their 
community and could create opportunities for families of little means to make extra funds, 
through such community activities as car washes, child care, and lawn care services, among 
others (Derman-Sparks and Ramsey, 2011, p. 71). Cultural sustainment requires that our 
pedagogies be more than responsive or relevant to the cultural experiences and practices of 
young people. They also need to support young people in sustaining the cultural and linguistic 
competence of their communities while simultaneously offering access to dominant cultural 
competence (Paris, 2012, p. 95). Lastly, teachers would invite parents to tell about the cultural 
values, beliefs, and traditions that are most important to them. In addition, teachers could ask 
parents for their considerations about how to teach children their cultural values both directly as 
well as indirectly (Derman-Sparks and Ramsey, 2011, p. 77). 
Race plays a huge role in the educational divide when it comes to African American 





dealings with people of color and the convolution that it entails,  may have a difficult time 
relating to their students, especially inner-city practices and traditions. Teachers who operate 
from a deficit model, or teachers that allow their stereotypes and prejudices to dictate their 
interactions with African American students, do an injustice to African American students. 
McGrady and Reynolds (2013), when they researched minority children being taught by teachers 
who did not share the same hue, came to the conclusion that minority children may fare better if 
taught by their own kind. Teachers of color better understand the obstacles African American 
students endure daily and are empathetic to their struggles.  
Empirical Research 
Culturally Relevant Pedagogy helps to close the educational divide because it provides 
students the opportunity to see people that look like them in educational settings as well as the 
opportunity to become politically and academically meshed in their school work and 
neighborhoods. In other words, when African American and brown children see academic 
success by adults who look like them, they feel hopeful and become more engaged. As a result, 
suspensions are reduced and graduation rates increased. 
Culturally relevant pedagogy is a wonderful and optimistic term that has been used and 
misused by countless authors. The term gives scholars and lay-persons hope when it comes to 
teaching minority students. It’s an educational elixir, the cure for which many have been waiting 
for years. The prescription states that all teachers, regardless of age, race, color, or sexual 
identity, should subscribe to this method in order to close the educational gap between non-
marginalized and African American students. Ladson-Billings, who many call the founder of the 
term, states that having high expectations, building a student’s cultural capital, and making them 





The challenge comes when one tries to quantify this strategy to legitimize the data. 
Morrison, Robbins, and Rose (2008) state that they consistently encountered difficulty when they 
attempted to identify a specific teacher action as solely an example of one criterion or 
subcategory. Morrison et al. recognized the subjective nature of their decision to pinpoint one 
specific action as culturally relevant, and that all teachers who call themselves culturally relevant 
must perform that specific task to be complicit with the strategy. Morrison et al. (2008) 
recognized that this was not the case. They conducted a case study to satisfy their goals and to 
organize and provide examples of what culturally relevant pedagogy “looks like” in an actual 
classroom. Morrison et al. utilized several databases (i.e. ERIC, JStor, InfoTrac, among others) 
to identify peer-reviewed journal articles published within the last ten years. Upon inputting the 
term “culturally responsive” and “culturally relevant” as a way of narrowing down their results, 
their strategy yielded 45 research articles with a clear majority of articles being qualitative 
research and action research that gave descriptive results. These findings were reiterated by Byrd 
as well. Byrd (2016) states that there are three major limitations to extant research with one 
being limited empirical studies exploring the effectiveness of cultural teaching, highlighted by 
the fact that there were only two studies employing pre- and post-test to measure changes in 
student outcomes. The second limitation consisted of culturally relevant teaching as being 
primarily determined from the teachers’ or researchers’ perspectives, rather than from the 
students’ point of view. The third limitation pertained to culturally relevant teaching that focused 
on homogenous and predominantly African American classrooms. Byrd (2016) insists that it is 
difficult for classrooms with non-marginalized students, and for other African American 
students, to relate to culturally relevant teaching. Byrd went on to say that in some case studies, it 
was impossible to determine whether student gains were due specifically to culturally relevant 





these limitation by including non-marginalized, Latino, and Asian American students as well as 
African Americans. 
Byrd’s study measured perceptions of cultural relevance from the student’s perspective 
by empirically showing how culturally relevant teaching is important in a racially diverse 
classroom. Byrd measured culturally relevant teaching in two ways; one, through general 
measures of constructivist teaching practices, and two, cultural engagement with specific 
measures of racial socialization.  
As part of this current study’s deeper exploration into culturally relevant teaching, a 
detailed overview of Byrd’s 2016 study is justified. This study sought to answer the research 
question of “How are students’ perceptions of teacher’s use of culturally relevant teaching and 
school racial socialization related to students’ academic outcomes and racial attitudes?” Byrd 
hypothesized that more constructivist teaching practices, cultural engagement, cultural 
socialization, promotion of cultural competence, support for positive interactions, and critical 
consciousness socialization would be associated with better academic outcomes and more 
positive racial attitudes (Byrd, 2016 p. 3). 
Using a quantitative methodology with a diverse sample group, the participants consisted 
of 315 sixth-to-twelfth grade students who were recruited through a nationwide panel by 
Qualtrics (Median Age=15.34, SD=1.75). The sample was 62% female, 25% Non-marginalized, 
25% Latino, 25% African American, and 25% Asian. Participants self-reported their age, gender, 
grade, and race. 
In this study, culturally relevant teaching contained two subscales. The first was 
Constructivist Teaching Practices (or the various teaching methods) such as videos, pictures, and 
having guests come to teach/lecture to the class. Example items were “My instructors try to find 





students learn.” The second subscale was Cultural Engagement, or the level in which teachers 
incorporate a student’s home life into the classroom. Example question was “My instructors use 
examples of my culture when they are teaching.” All items were rated on a scale of 1 (never) to 5 
(always; Byrd, 2016, p. 3). 
Byrd ultimately concluded that culturally relevant teaching had a weak to moderate 
correlation with most of the outcomes. This explained 19% of variance in the outcome, but 
climate was not significantly associated. Byrd (2016) states in the results that “These findings do 
lend support that culturally relevant teaching is “good teaching,” but the results also indicate that 
a direct focus should be on race and culture” (p. 6). So, as a result of Byrd’s research, his results 
are a confirmation that Culturally Relevant Pedagogy is definitely needed in the classroom. This 
research study explicated this from a student’s perspective, it also revealed that race and culture 
is a topic that needs to be discussed by educators.  
Chapter Summary 
This chapter was a culmination of the vast amount of literature dedicated to Culturally 
Relevant Pedagogy. A plethora of researchers dedicated to exploring the shared perspectives 
regarding the pedagogical practices most culturally responsive to African American middle 
school students. Contextualization of various journal articles was arduous and time consuming 
but beneficial to a deeper understanding of said phenomenon. After researching and 
summarizing countless journal articles and books one reaches a point of saturation and begins to 
reflect on personal experiences and continue the journey.  
The following chapter will explore the chosen methodology in greater detail, as well as 





CHAPTER THREE: PROCEDURES AND METHODS 
The rationale behind this study was to investigate the shared perspectives regarding the 
pedagogical practices most culturally responsive to African American students. Chapter 3 begins 
with a background on Q-methodology, followed by the research question that inspired this study 
and the justification for utilizing Q-methodology to perform this study. The qualification and 
character of the researcher and a description of the selection procedures are also provided. The 
procedures are given in detail, including those that will ensure the participants’ confidentiality 
and protect the ethical quality of this research, followed by an explanation of the research design 
and methods for data gathering, analysis, and verification. 
This chapter outlines the research design and data analysis that were used to investigate 
the following research question: What are the shared perspectives regarding the pedagogical 
practices most culturally responsive to African American students? A rationale for the utilization 
of Q-methodology as the research design for this study is provided, along with details describing 
the creation of the concourse, development of the Q-set of statements used in the study, selection 
of the P-set, “a structured sample of respondents who are theoretically relevant to the problem 
under consideration” (van Exel & de Graaf, 2005), the Q-sorting process, and the data analysis 
procedures that were used.  
Q Methodology Epistemology 
Q-methodology is a quantitative research technique that measures and quantifies 
traditionally qualitative data such as perceptions and attitudes. Q-methodology provides a 
foundation for the systematic study of subjectivity, a person’s viewpoint, opinion, beliefs, 
attitudes, and the like according to Brown (as cited in van Exel & de Graaf, 2005, p. 1). In a Q-
methodological study participants are presented with sample statements, called a Q set, which 





The procedure of conducting Q-methodology research entails the creation of a concourse 
of statements correlating to the central issue of an investigation. This can be done through a 
review of literature, study of popular culture, or interviews and questionnaires, as in this study. 
Respondents’ answers are then narrowed down to smaller sets of statements called the Q-set, 
usually numbering between 20 and 40 statements, that are most reflective of the perspectives 
expressed by the population familiar with the subject of study. The purposefully chosen 
participants, known as the P-sample, are given this set of statements that they must rank order on 
a scale of -4 to +4 according to how little or how much the statements reflect the participants’ 
points of view. Followed by the rank ordering of the Q-sample statements, participants’ rankings 
are then subject to factor analysis. In 1935, Stephenson presented Q methodology as an inversion 
of conventional factor analysis in the sense that Q correlates people in lieu of tests. Stephenson 
(as cited in van Exel and de Graaf, 2005) stated that correlation between personal profiles then 
indicate similar viewpoints, or pieces of subjectivity. Donner (2001) emphasized that Q-
methodology “allows a researcher to explore a complex problem from a subject’s point of view” 
(p. 24). Q-methodology gives the researcher a way of measuring subjectivity and a way to 
understand respondents’ values and beliefs in a way that would otherwise be difficult.  
Research Question 
Research questions, according to Roberts (2010), should guide the study and provide the 
structure for presenting results of the research. Without a quality research question, it would be 
unfathomable to undergo any kind of study. Roberts (2010) suggests that a good research 
question should have the following: 
• Clear variables/concepts 
• Obvious measurement type (description, relationship, difference) 





• “Thing words” clarified (success, process, achievement, factors, etc.) 
• No questions that can be answered by counting or by answering “yes” or “no.” 
Following these guidelines led to the development of the guiding question for this study, 
What are the shared perspectives regarding the pedagogical practices most culturally responsive 
to African American students? 
Concourse Theory to Develop the Q Sample.  
The Q-sample is a selection of statements narrowed down from the original concourse. 
Although van Exel and de Graaf (2005) acknowledged that there is no specific formula to follow 
to select the Q-sample from the larger concourse, they referred to the Q-sample as a 
“representative miniature of the concourse” (p. 5). It would behoove a researcher to have a wide 
variety of responses from the concourse to create a quality Q-sample that is manageable and 
representative of the same perspectives and attitudes that were conveyed in the concourse (van 
Exel & de Graaf, 2005). van Exel and de Graaf (2005) further stated that “The gathered material 
represents existing opinions and arguments, things lay people, politicians, representative 
organizations, professionals, scientists have to say about the topic; this is the raw material for a 
Q” (p. 4).  
The concourse for this dissertation was developed by first reviewing literature on 
culturally relevant pedagogy and critical race theory. In this way, a set of statements that were 
representative of the sentiments expressed by teachers of African American students were 
developed. Following IRB approval (see Appendix I), additional statements for the concourse 
were collected from a questionnaire that was emailed to teachers in which participants were 
asked to name nine different effective strategies/practices/approaches that support the learning 





worked in the field of education, there was an assumed access to participants at his disposal. The 
limitations that emerged are further elaborated on in the limitation section of this chapter.  
The final Q-sample was derived from this larger group of responses given by educators, 
then placed into three categories with the most representative statements chosen for each 
construct in the Q-sort. After receiving well over 277 statements, the researcher had to reduce all 
the statements into a Q set that would be easily managed. The first step in this process entailed 
cutting all the statements into strips, then attempt to create categories for each statement. When 
statements began to repeat themselves, they were merged together to form one definitive 
statement. This process allowed the researcher to develop 60 strong statements. After mulling 
over statements for several hours the researcher referred back to the literature to find the 
statements that echoed the same sentiments former researchers expounded upon. This process 
helped to facilitate 36 clear and concise statements that would allow participants to delve into 
their knowledge, their beliefs, and the apprehensions educators may possess when educating 
African American students.  
P-Set Selection 
van Exel and de Graaf (2005) emphasized that Q-methodological studies do not require 
large sample sizes, only “enough subjects to establish the existence of a factor for purposes of 
comparing one factor with another” (p. 6). They further contend that the P-set is selected 
intentionally by compiling a sample of “respondents who are theoretically relevant to the 
problem under consideration” (p. 6). The intended P-set, or person sample, initially selected for 
this study was based on educators who worked with African American students in inner-city 
school districts. This P-set represents the purpose of the study, examining the perceptions of 
teachers who work with primarily African American students. Due to the overwhelming gap in 





designed to extract possible solutions that would be effective and different when teaching 
African American students. Participants in this study were not randomly chosen (McKeown & 
Thomas, 1988; Quiles, 2009; Webler et al., 2009), rather, individual teachers were contacted 
who were representative of the issues and could provide the best insights on the topic under 
study. Brown, (1993) and Webler, Danielson, and Tuler (2009) recommend a 1:3 ratio of 
participants to cards in a Q-sort and no lower than a 1:2 ratio. The research design matrix is 
composed of 36 statements, resulting in a target p-set of 12-18 participants. The initial 
recruitment pool included approximately 30-40 teachers, in a group composed of both male and 
female, African American and non-marginalized, and seasoned and new teachers. A closer look 
at the exact demographics of the actual participant pool is provided in Chapter Four.  
Data Collection Procedures 
After explaining the study to participants, invitations to participate in the study and letters 
of informed consent were distributed (a copy of this letter is provided in Appendix G). To give 
participants time to think about the study and decide without any pressure whether they would 
like to participate in the study, they were invited to email back the letter of consent within two 
days if they opted to participate. It was explained to all participants that this study was 
completely voluntary. Participants were informed that they could withdraw from the study at any 
time if they choose and that the privacy and safety of participants was protected by keeping all 
collected data confidential and storing the research data so that names could not be tied to any 
single data piece. No monetary compensation was offered for taking part in this research study, 
therefore, participants did not have to feel any unnecessary obligation.  
Q-Sorting Process 
Brown (2000) and van Exel and de Graaf (2005) explained that the cards comprising of 





written on each card (p. 6). Most commonly, Q-sorts are conducted using paper cards that 
participates place in order of their perspectives, often in a face-to-face environment with the 
researcher. They can be completed individually using a Q-sorting procedure this is conducted by 
using a free Internet-based program such as a FlashQ, allowing participants to do their statement 
sorting online.  An electronic Q-sorting environment was determined to be the most appropriate 
one for this sample and study. 
Participants were given explicit directions to rank order the cards on a scale of -4 to +4, 
with -4 being the most unlike their personal point of view, 0 being neutral, and +4 being most 
reflective of their point of view. It was recommended that Q-sorts be followed by interviews to 
provide participants the opportunity to elaborate on their point of view, especially when it comes 
to the extreme ends of the spectrum, those most unlike and those most aligned with the 
participants point of view (p. 7). In this study, the post-sort narrative questions were responded to 
via the FlashQ platform. 
The basic concept of Q-sorting and instructions on how to perform a Q-sort were 
explained on the website to ensure that the content was fully understood. Participants were 
provided with 36 statements forming the Q-sample. They were instructed to sort these statements 
from a range of -4 to +4 indicating how similar or dissimilar to their viewpoints each statement 
was regarding whether African American students need to be or should be taught differently. 
Statements that participants felt neutral about were placed in the middle of the spectrum, while 
those statements they most strongly identified with were placed in the positive number columns, 
and those they didn’t identify with were placed into the negative number columns (an example of 
this grid is provided in Appendix H). 
Numbers under each range indicate the forced distribution of items to be placed in that 





normal distribution of scores. McKeown and Thomas (1988) addressed criticism of Q-
methodology regarding the complicatedness of the Q-sorting activity as being possibly “beyond 
the cognitive ability of most people” (p. 34). This concern may have some validity when it 
comes to participants who have never encountered this type of research instrument. This research 
tool employed a forced-free design that encouraged participants to place statements wherever 
they desired, but they had to distribute a specific number of statements into each ranking. Quiles 
(2009) stated that using a forced-free sort condition may provide structure to the Q-sorting 
activity and make the task less overwhelming to participant (p. 6). 
Data Analysis Procedure 
As suggested by Brown (2002) and van Exel and de Graaf (2005), a correlation of all the 
Q-sorts was calculated, representing the level of agreement or disagreement between individual 
Q-sorts, showing the differences in points of view among individual participants (p. 8). After the 
correlation matrix was created, factor analysis was conducted to identify commonalities and 
patterns in clusters of factors that were heavily loaded and factors that were shown to be 
misaligned to many participants. Every Q-sort had a factor loading determined to demonstrate 
how much each Q-sort is positively related to one another. Following this step in the procedure, 
factor rotation was conducted to determine a final set of factors by examining the collection of 
opinions “from different angles” (Brown, 2000; van Exel & de Graaf, 2005, p. 9). Lastly, the 
factor scores and difference scores were calculated to see how different factors were loaded to 
different extents. A distinctive statement is identified when a statement’s scores are identified as 
exceeding the difference score. Those statements that are not significant by exceeding the 
difference score are identified as “consensus scores” (p. 10). Participants were encouraged to 





their credentials as a teacher and examine any commonalities in demographics among the factor 
group members.  
Regarding reliability, Brown (2002) and Quiles (2009) stated that Q-methodological 
studies are “less concerned with the ability to generalize the findings from the analysis and use 
smaller, well selected samples to analyze variability within cases” (p. 2). Quiles cautioned that 
Q-methodology should not be confused with R-method factoring techniques, a common theme 
that leads to misinterpretation about what factors are being analyzed. In Q-methodology, people 
are factored, and their points of view are analyzed to identify clusters of commonalities in 
subjective perceptions. van Exel and de Graaf (2005) addressed criticism of Q-methodology for 
its weakness regarding reliability and possibility of generalizations, reporting that “the most 
important type of reliability for Q is replicability: will the same condition of instruction lead to 
factors that are schematically reliable – that is, represent similar viewpoints on the topic – across 
similarly structured yet different Q samples and when administered to different sets of persons” 
(p. 3). Therefore, greater reliability may be accomplished in this study by repeating it with 
another group of teachers from two different school districts. Statistical reliability and the ability 
to generalize results to the larger population, however, was minimized by van Exel and de Graaf 
(2005) in importance because it is “the distinct subjectivities about a topic that are operant, not 
the percentage of the sample, or the general population, that adheres to any of them” (p. 3).  As 
Quiles (2009) recommended, statements were “written in a jargon familiar to the sample of 
participants under investigation” (p. 5). Therefore, all statements were written in a language 
familiar to teachers, because all participants were current or retired teachers. 
Brown (1996) observed, “Some of the quantitative obstacles to the wider use of Q 
methodology have recently been rendered less daunting by software packages which have 





results of this study were conducted using a free statistical program titled PQMethod (Schmolck, 
2002), allowing the researcher to enter the data and then “compute inter-correlations among Q-
Sorts, which were then factor-analyzed and rotated to view participants’ perceptions and the 
connections between them from different points of view (Brown, 1993). Following analysis of 
factor loadings and factor rotation, the PQMethod program created reports that included tables 
showing “factor loadings, statement factor scores, discriminating statements for each of the 
factors, as well as consensus statements across factors” (Schmolck, 2010). Determinate Varimax 
rotation of the resultant factors was examined.  
Limitations of the Study 
As the research for this study began, two emerging limitations began to surface that may 
have played a role in the results of this study. Even though participants were initially selected 
based on the researcher’s working relationships and rapport with them, not all of them elected to 
participate. When the study was initially revealed to them it received their endorsement, but 
continued participation was strictly voluntary. The self-selecting nature of participation may 
have resulted in skewed results. Second, the demographics of participants were diverse and 
spanned across two different school districts; one school district is in the inner-city, while the 
other school district is in an “inner-city school surburban district.” It is possible that the range of 
teachers included in the data set that were from the inner-city had more positive things to 
contribute than the teachers from the “conservative district.” The results of the study, and the 
representative views of the 36 participants, might have been different had the study focused on 
one or the other school district solely. 
Another phenomenon to consider that may have contributed to the results of this study 
was the relationship between the sensitivity of the topic and the method used to collect Q-sort 





relevant pedagogy entailed, and what it would look like in a classroom. Although good teaching 
is prescribed by all participants, it didn’t mean they fully understood the full scope and impact of 
this pedagogy. Even if potential participants had a working knowledge of the pedagogy, they 
may have felt uncomfortable using the software used to complete the Q-sort. Even if the use of 
technology gave the participants a wall to hide behind, the sensitivity of the topic may have had 
some individuals feeling uncomfortable about the nature of the topic. The results of this study 
may have been different had a full definition of culturally relevant pedagogy been included in the 
consent form.    
Summary 
This chapter defined and explained the use of Q-methodology to explore the shared 
perspectives regarding the pedagogical practices most culturally responsive to African American 
middle school students. Rationale for the use of Q-methodology, an impassive measurement 
approach, in a study focusing on subjective opinions were provided, and the structure and 
procedures of the methodology were clarified. The outcomes of this study are explained and 





CHAPTER FOUR: RESULTS 
The rationale behind this present study was to assess whether African American students 
fare better when educators exercise culturally relevant pedagogical practices in their classrooms. 
This research was designed as an investigative attempt to examine the practices educators felt 
were necessary to teach African American students. A Q-methodological study was selected as 
the preferred research tool because it is identified as “a systematic and rigorously quantitative 
means for examining human subjectivity” (Mckeown & Thomas, 1988). While other research 
methods could have been utilized to investigate subjectivity, such as phenomenological 
questionnaires, qualitative methods, or surveys, Q-methodology offers a distinct approach to 
subjectivity while eliciting teachers and other educational professionals’ perspectives from all 
walks of life. Q-methodology incorporates psychometric properties with correlation and factor 
analysis techniques to quantitatively examine human subjectivity (Mckeown & Thomas, 1988). 
In addition, “Q-methodology can be understood, in its most basic form, as a simple derivation or 
inversion of the statistical technique known as factor analysis” (Watts & Stenner, 2012, p. 5). 
The research question in the present study asks administrators and educators both African 
American and European American: What are the shared perspectives regarding pedagogical 
practices most culturally responsive to African American students? This research question was 
designed to examine the mindset of educators and to investigate practices used in teaching 
African American students.    
There were forty-two participants, twenty participants were White teachers, of these there 
were fifteen female teachers; eight with their Master’s degree, seven with their Bachelor’s 
degree. White males consisted of one with a Ed.D degree, three with Master degrees, and one 
with a Bachelor’s degree. Twenty-two participants were African American teachers. Of those 





one holds an Ed.D. As far as African American males were concerned, five obtained Master’s, 
two Bachelor’s, and two Ed.D.  The average age for African American participants was 44; for 
our White teachers, the average age was 48.4. Participants were teachers and administrators from 
various school districts from across the country. Participants completed a 36 item Q-sort which 
contained statements about their shared perspectives on what they felt were important strategies 
to use when teaching African American students. This population was selected using the 
“LinkedIn” as a resource to find educators from across the country. When the app LinkedIn was 
first utilized, there weren’t many responses, a few educators (K-12) and a college professor who 
insisted on taking the survey, permission was granted.. The Q-sort was disseminated during 
Christmas break by uploading the Q-sort email permission sheet to the link, if participants were 
certified teachers, verified by the researcher from their profile data, they were then allowed to 
participate in the Q-sort with the link to FlashQ being emailed to them. On the FlashQ platform, 
participants were then able to complete the Q-sorting along with post Q-sort questions.    
Chapter Four includes results from the present study. It outlines the concourse 
development, construction of the Q-sample, an evaluation of the data acquired from the 36 Q-
sorts completed by participants (which clarifies in detail the correlation matrix, factor extraction, 
factor rotation, correlations between factor scores, and factor characteristics), and the factor 
interpretation narratives for each of four factors that emerged in this study.   
Correlation Matrix      
The first step in evaluating Q-sorts in PQ-methods 2.11 was to calculate a correlation 
matrix. The PQ-method 2.11 software generated a matrix that displayed the extent to which each 
participant’s sort is similar or dissimilar to all other participants (Brown, 1980). The correlation 
matrix in this study measured 42X42 based on the number of participants (N=42). A correlation 





indicate a 100% negative correlation between two Q sorts, and a 0 would indicate a 0% 
correlation between two Q sorts. A full copy of this matrix has been provided in Appendix J.  
Factor Analysis  
The next step in the Q method data analysis process is Factor Analysis. Using the 
correlation matrix above, the PQ-method software clustered the sorts into four unrotated factors. 
Factor analysis organizes Q-sorts data into meaningful groups based on type, according to factor 
loadings. Opposite to traditional R-method studies, where survey questions are grouped, Q-
method factor analysis groups participants (McKeown & Thomas, 1998). A factor is derived 
when highly corresponding sorts are clustered. Factor One represented 17% of the variance, 
Factor Two represented 13%, Factor Three represented 12%, and Factor Four comprised 7% of 
the variance, for a total of 50% variance explained across the four factors. Table 1 below depicts 
the relation of the four factors.  
 
Table 1: Correlation Between Factor Scores 
 Factor 1 Factor 2 Factor 3 Factor 4 
1 1.0000 -0.1906 0.03399 0.0330 
2 -0.1906 1.0000 -0.0014 -0.1600 
3 0.3399 -0.0014 1.0000 -0.0436 
4 0.0330 -0.1600 -0.0436 1.0000 
 
To help analyze the data, a four factor Varimax rotation was conducted to emphasize and 
distinguish the four factors as they developed, these are provided in Appendices K and L. 
Varimax rotations allows for each Q-sort to be loaded on a factor with a correlation score. Table 
2 details how participants loaded on the four factors. A forced distribution was used to complete 





correlation coefficients were determined. McKeown and Thomas (1998) noted, “The standard 
error for a zero-order factor loading is given by the expression SE = 1/√N, where N = the number 






Table 2: Factor Matrix of Participants’ Q-Sort (Loadings) 
Participant Factor 1 Factor 2 Factor 3 Factor 4 
BM50MM12 0.0778 0.5178 0.4573 -0.4614 
WM30ME12 0.5467X 0.0544 0.4381 -0.0042 
WM47BE11 -0.1616 0.3827 0.5799X -0.2299 
BW55ME11 0.557X -0.3842 0.2647 -0.3408 
BW35ME11 0.0890 0.8213X 0.0004 0.0956 
BW44MC12 0.2221 0.0747 0.5163X -0.0814 
BM49ME21 0.6575X -0.3588 0.0597 -0.2263 
BW38MB31 0.5236X -0.0438 -0.1460 0.0959 
BW50DS11 0.6033X 0.0074 0.0992 -0.5312 
WW52ME11 0.7144X -0.0004 0.1152 -0.0203 
WW26BE12 0.5041X 0.1035 0.0490 0.0150 
BM37MH12 0.3977X -0.0779 0.0518 0.0949 
BW41MH12 0.4048X 0.0692 0.3171 0.1403 
WM35MH12 -0.0988 0.9083X 0.0256 -0.0006 
WW49ME32 0.2443 -0.7346X 0.2464 0.4359 
WW37BM41 0.3756 -0.7726X 0.1488 0.1338 
WW25BE32 0.3777 -0.6633X 0.1131 0.3393 
WM41MH13 0.2371 0.1833 0.5319X -0.4323 
WF32MH21 0.1432 0.6771X 0.1645 0.2424 
BF40PU11 0.3438 0.5420X 0.2076 -0.1886 
BF28BHS 0.5746X -0.0128 0.0624 -0.0088 
BF49BE 0.1263 -0.2739 0.6049X 0.1948 
WM62BE 0.4051X -0.0742 0.1238 0.0443 
WM55MHS -0.2495 -0.1103 0.5980X 0.1421 
WF35MHS 0.1841 0.0916 0.4988X 0.1022 
MW44EDM 0.6091X 0.0696 -0.0105 0.4763 
FB44MC  0.1960 0.0033 0.3393 0.3334 
FW40BMS -0.0244 -0.1098 0.4864X -0.0497 





MB41ED -0.3348 0.1343 0.3743 -0.1891 
MB48ED 0.1754 -0.2971 -0.0534 -0.0765 
MB39MMS 0.1825 0.2225 0.5066X 0.0782 
FW43MHS 0.5864X -0.1818 0.3532 -0.0029 
FB53MMS 0.5557X 0.0665 0.1699 0.1875 
MB51BHS 0.0504 -0.082 -0.0606 0.8377X 
MB34MMS 0.0366 0.1216 0.7718X 0.0141 
FW56MMS 0.4576 -0.1677 0.5527X -0.0584 
FB52ME 0.1344 0.4429 0.1801 0.4580 
FW39SpE 0.6718X -0.0284 0.2609 0.1727 
MB56BMS 0.1243 0.0477 0.2791 0.2804 
FW35BHS 0.3318 -0.2842 0.4604X -0.0585 
FW47MHS 0.6106X -0.2148 0.0862 -0.0534 
FB34MH 0.5064X 0.0093 -0.1324 -0.0141 
Explained Variance 16% 13% 12% 7% 
 
The rotated factors represented 49% of the variance with Factor One representing 16%, 
Factor Two represented 13%, Factor Three 12%, and Factor Four represented 7%. For Factor 
One, 17 participants loaded with a significance level p.<.01. Factor Two, seven loaded with a 
significance level of p.<.01. Factor Three had eleven participants with a significance level of 
p.<.01 and Factor Four had one participant with a significance level of p<.01. No one participant 
loaded on more than one factor. 
Research Question. The Research Question for this study was “What are the shared 
perspectives regarding the pedagogical practices most culturally responsive to African American 
students?”  
This segment was prepared by using the four factor groupings that materialized from the 





belief systems of particiapnts. There were post-sort questions that allowed the researcher the 
opportunity to better understand the beliefs or perceptions regarding the community of educators.  
Factor One: Responsive to Students’ Cultural Backgrounds 
Factor One was termed “Responsive to Students’ Cultural Backgrounds” which means 
that participants believe in the principals of culturally relevant pedagogy but did not know there 
was an actual terminology for this type of pedagogy. For Factor One, 17 participants were 
positive loaders with no negative loaders. As such, the researcher will describe each participants 
perspective within Factor One, with a representative Q sort grid provided in Appendix N.   
Compositely, the Eigenvalue for Factor One was 8.39 and the explained variance 20%. 
Seventeen of the 42 participants (40%) loaded on Factor One. This consisted of three White 
males, five White females,  two African American males and seven African American females. 
The ages of the participants were ranged from 28 to 62, with seven of the participants working as 
elementary teachers, one teacher at a 6-12 grade school, eight teaching in high schools, and one 
participant teaching at the middle school level.  
In terms of their pathways to teaching, twelve went through traditional Bachelor’s 
programs, three went through an Alternative Certification program, one went through an 
Educator Preparation Program (EPI), and one selected “Other”. The average age for Factor One 
was 40.29. When asked to provide the percentage of African American students they typically 
teach, the responses ranged from 10% to 98.9%, with an average of 71.46%. Eleven of the Factor 
One participants held Masters degrees, one participant held a Specialist degree, three held a 
Bachelor’s degree and the remaining two participants held Doctoral Degrees. Seven of the 
participants had between 11-20 years as a teacher, five had between 4-10 year, and 5 had 21 plus 
years as a teacher.  In response to the prompt, “Teaching should be responsive to students’ 





“Somewhat Agree,” and one indicated that they “Neither agree or disagree.” Lastly, in response 
to the question, “How would you assess your skill with teaching African American students in 
culturally responsive ways?”, eight participants indicated they were “Highly skilled” and nine 
indicated that they were “Somewhat skilled.”   
Based upon the placement of Q Sample statements within the Factor One factor array, its 
distinguishing statements, and descriptive comments produced by the participants in the post-
sorting questionnaire, Factor One was named, Responsive to Students Cultural Backgrounds. 
Taken collectively, the statements representing those practices/behaviors/approaches participants 
perceived to be most culturally responsive to African American students (which occupied the +4 
column within the factor array) represented a positive attitude toward cultural relevance. For 
example, Statement 22 “Fostering of positive relationships among student, their families, the 
community, and the school,” this statement occupied the “+4” column in the factor array. Factor 
One participants espoused the same sentiment, the pedagogy of creating a positive relationship is 
paramount when gaining the trust of the student, family and community. Participant(s) who 
loaded on this statement left comments such as “The task of encouraging students to progress 
socially and academically is much easier when teachers and parents are working together.” This 
statement came from a 49-year-old African American male with a Masters whose class is made 
up of 90% African American elementary level students. A 26-year old white female with her 
Bachelors, whose classroom consists of 90% African American elementary students, wrote 
“building relationships is key in all things (i.e. students, families, staff and communities).” A 62-
year old white male who has a Bachelor’s degree and teaches 95% African American students at 
the elementary school level stated, “Just as I believe that it is important for parents to be actively 
participating in their child’s education, I need to be actively engaged in the events outside of 





with a Master’s degree, and teaches 50% African American HS students, wrote “positive 
relationships with not just the students, but their families as well, serve the need for safety and 
connection. Without feeling safe and connected, learning will not be optimized for the student.” 
Another Factor One participant, a 53-year old African American female with her Masters, who 
teaches 98% African American middle school students, wrote “When these students see that you 
have a positive connection with their family and community they are willing to drop their guards 
and perform for you without wanting to disappoint you.” Understanding your students’ 
community and the cultural norms of that community will allow the teacher to better understand 
the student and their point of view. 
When the pedagogical practice of cultural relevancy is taken into consideration and 
employed throughout the curriculum, it helps to foster an environment where students have to 
think critically, which makes for a rich and engaging learning environment, which leads to the 
final +4 statement on the Factor One perspective. Statement 15 on Factor One read “Encourage 
students to think critically.” The participants for this statement are all African American females 
whose ages were 41, 50 & 55. The 41 year old African American female possess her Master’s 
degree, has taught between 4-10 years, and teaches 55% African American High School 
students. She believes culturally relevant pedagogy is important in a classroom and she feels she 
is somewhat skilled when it comes to teaching African American students. She states that “This 
is similar to helping students to actively participate in their learning.” Even though critical 
thinking does not constitute Critical Relevant Pedagogy theory, it is still essential in the 
academic arena. This is true when students are encouraged to analyze incidents that may 
transpire in their respective neighborhoods (for example, the community activism on the part of 
students who successfully petitioned to stop yet another liquor store from moving into their 





determine what comes into their neighborhoods or not. One participant, a 50 year old African 
American female with her Doctorate degree, and who works with 35% African American 
students stated that “Often times, students want the educators to think for them because it “is 
easier.” The third participant, a 55 year-old female who has her Master’s degree, and whose 
classroom is made up of 98% African American students stated, “I believe critical thinking is 
important because students need to know how to rationalize and use strategies in solving 
problems.”  
The statements in the +3 column which were viewed by the Factor One perspective to fall 
within the realms of the first tenant of culturally responsive pedagogy, which is ensuring that 
African American students experience “differentiated instruction” and “academic success” 
(Statements 12 and 13), allowing students to “actively participate in their learning” (Statement 
1), and practicing differentiated instruction when “using differentiated methods of instruction to 
honor different learning styles.” Participants comments mirror the importance of differentiated 
instruction and academic success. One participant in this perspective wrote “this is a best 
practice of all students. For marginalized groups, like African American students, it is even more 
critical to get to the root of how each students learns.” Another expounded further by writing 
“while teaching special needs students, I found that differentiated teaching styles was necessary 
for student learning and student growth.” The Factor One perspective further elaborated on 
students and their specific “academic success” and on the importance of “empowering the 
student.” For a clear reflection of this, a Factor One participant wrote “many of our students have 
damaged emotionally and need to be lifted and encouraged. When they begin to feel good about 
themselves and worthy, they deem education as a necessity.” Additionally, another statement 
under the +2 column read “So many of our students have little to no stability in their personal 





Another Factor One participant on the +2 column read “Focus on strengths and assets in your 
students, their families, and their communities (Statement 29).   
Research has determined that Academic Success is the intellectual growth that students 
experience because of classroom instruction and learning experiences. Fostering a climate of 
success will allow the students to build confidence, can help with the elimination of classroom 
mis-behaviors, and possibly increase attendance for students. The final +2 statement in this 
factor array puts on emphasis on the teacher “Personally and professionally engaging in 
reflective practices”(Statement 34). Factor One had two participants chose this statement, one 
was a 50-year old African American female with her Doctoral degree who teaches secondary 
education, the second participant was a 52- year old White female, Master’s degree and teaches 
elementary school, the African American woman wrote “Personal, as well as professional, 
reflection are important for us all so we can continually improve.” The White teacher wrote 
“Personal reflection is vitally important to career, especially when it pertains to education.” It is 
imperative for teachers to take the time to self-reflect on how the lesson was disseminated to 
their students, as well as their interactions with students and colleagues. Reflection is essential to 
Culturally Relevant Pedagogy especially when teacher are dealing with their own biases and 
prejudgment’s about students. 
In sum, the Factor One perspective reiterates fostering a learning environment that is 
inclusive to African American students, an environment that focuses on their academic well- 
being as well as their emotional well-being. While Factor One also emphasized the importance 
of differentiating instruction for African American students, it became apparent that in general, 






Factor Two: Relevant Through Understanding the Culture  
Factor Two is “bipolar,” which means that participants both positively and negatively 
loaded on this factor. Within a “bipolar” factor, two opposing perspectives are expressed, each 
having a factor array that is the “mirror-image” of the other. For Factor Two, four participants 
were positive loads on Factor Two, while three participants were negative loads. As such, the 
researcher will describe each of the two opposing perspectives within Factor Two and will 
hereafter refer to the two perspectives as TwoA (2A) and TwoB (2B).  Q sort grids 
representative of these factors’ polarized views are provided in Appendix O and P.  
Compositely, the Eigenvalue for Factor Two was 5.476 and the explained variance was 
16%. Seven of the 42 participants (17%) loaded on Factor Two. As described previously, four of 
these participants were positive loads on this factor, while three participants were negative loads. 
Six of the participants were White and one participant described her race/ethnicity as African 
American. The ages of the participants were 25, 32, 35, 37, 40, 42, and 49. The average age of 
the participants for Factor TwoA and TwoB was 37.14 years old; the average age for Factor 2A 
was 37 years of age.  Three of the participants were elementary teachers, two were middle school 
teachers, one was a high school teacher, and one was a teacher educator at a university or 
college. In terms of their pathways to teaching, five went through traditional Bachelor’s 
programs, one went through an Educator Preparation Institute (EPI), one went through Troops to 
Teachers, and one selected the option for “Other.”  
When asked to provide the percentage of African American students they typically teach 
the following percentages were reported: 92%, 90%, 75%, 70%, 40%, 35%, and 30%. Four of 
the Factor Two participants held Masters degrees, two had Bachelor’s, and one had a Ph.D. One 
of the participants had between 1-3 years as a teacher, two had between 4-10 years, three had 





their level of agreement with the phrase, “Teaching should be responsive to students' cultural 
backgrounds,” four indicated they “Strongly agree” and three indicated they “Neither agree nor 
disagree.” Finally, in response to the question, “How would you assess your skill teaching 
African American students in culturally responsive ways?”, three participants indicated they 
were “Highly skilled” and four indicated they were “Somewhat skilled.”  
Factor TwoA: Responding through Honoring and Exploring Culture 
Four participants were positive loads on Factor Two (hereafter referred to as Factor 
TwoA). Two of these participants were African American and two were White. The ages of the 
participants were 32, 35, 40, and 42; the average age for Factor 2B was 37.25 years of age. One 
of the participants was an elementary teacher, two were high school teachers, and one was an 
instructor at an educator at a university or college. Two of the participants went through 
traditional Bachelor’s programs, one went through an Educator Preparation Institute (EPI), and 
one selected the option for “Other” in terms of pathway to teaching. 
When asked to provide the percentage of African American students they typically teach 
the following percentages were reported: 92%, 90%, 40%, and 35%. Three of the Factor TwoA 
participants held Masters degrees and the remaining participant had a Ph.D. Two of these 
participants had between 4-10 years and two had between 11-20 years’ experience. In response 
to the prompt, “Teaching should be responsive to students' cultural backgrounds,” all four 
indicated they “Strongly agree.” Lastly, in response to the question, “How would you assess your 
skill teaching African American students in culturally responsive ways?” two participants 
indicated they were “Highly skilled” and two indicated they were “Somewhat skilled.”  
Based upon the placement of Q Sample statements within the Factor TwoA factory array, 
its distinguishing statements, and the descriptive comments produced by the participants in the 





Exploring Culture. Taken collectively, the statements representing those practices, behaviors, 
and approaches participants perceived to be most culturally responsive to African American 
students (which occupied the “+4” column within the factor array) represented an “inside-out” 
approach. For example, Statement 33, “Acknowledge your own affiliation to different groups 
(race, class, culture, gender, etc.) and the advantages and disadvantages that accompany such 
affiliations,” not only was in the +4 column but had the highest single Eigenvalue of any Q 
Sample statement. Factor TwoA participants believe that cultural responsiveness begins with an 
understanding of one’s own positionality along various cultural lines as well as an 
acknowledgment of that positionality and the relative power and privilege each brings. 
Accompanying this foundational belief that one’s cultural positioning matters, these teachers also 
placed value on the importance of focusing on the “strengths and assets in [their] students, their 
families, and their communities” (Statement 29). In her descriptive comments about Statement 
29, a African American elementary teacher who indicated she has worked predominantly with 
African American students (estimated at 92%) wrote that “a deficit lens will surely result in 
resistance, fear, mistrust, or even servitude. If we only pay attention to the things that aren’t 
working (in our eyes), then we may be throwing the baby out with the bathwater.” Another 
Factor TwoA participant, a 42 year-old White male high school teacher who noted he had 
worked with around 35% African American students over his career echoed some of the 
language involving deficit perspectives. He wrote that it is “Very, very important to work to 
undermine the deficit lens too often applied to African American students, their families, and 
their communities.”  
Just as subverting a deficit lens toward African American students, caregivers, and 
communities is an important culturally responsive practice to the Factor TwoA perspective, the 





cultural identity through instructional materials and curriculum that highlight African American 
and African cultures, figures, and excellence” (Statement 11). One participant, a 40 year-old 
African American female teacher educator at a university wrote that “If you aren’t able to reach 
them, you won’t be able to teach them. Teachers need to be able to validate student’s cultures.” 
The 42 year-old White male high school teacher described his interpretation of Statement 11 as 
well. His context also offered a critique of the canonical reliance on Western European sources 
of curriculum. He wrote that “African American students need to see themselves and their 
beautiful and powerful histories within the curricula across all disciplines. These are also, too 
often, acts of resistance within schools and systems in which the curricula are imbalanced, 
skewed toward Western European perspectives and narratives.” Finally, the 35 year-old African 
American elementary teacher associated the meaning of this statement with the importance of 
understanding one’s own cultural context communicated in Statement 33. She noted that “you 
cannot respect what you don’t recognize, acknowledge, and validate as being real. This is very 
close to acknowledging your own position in the world and how it affects what you choose to 
present to students. Children need to be able to observe and study people who share the same 
backgrounds as them, who are successful.” 
The statements in the +3 column which were viewed by the Factor TwoA perspective to 
be next-most culturally responsive to African American students emphasized the importance of 
relationships (Statements 22 and 23), creating space for students to share their stories (Statement 
21), and engaging in leadership to “reform” their schools and even their school district 
(Statement 30). The descriptive comments echoed the importance of relationships. One 
participant in this perspective wrote that “Relationships are super important!” Another elaborated 
further by writing that “Relationships are the key to success – teacher success and student 





this unit is very important.”  The Factor TwoA perspective further extended the importance of 
relationships beyond students and families, but to neighborhoods, themselves. Reflecting this, a 
Factor TwoA participant wrote that “Teachers should not be divorced from the communities in 
which they teach.” In addition, one statement under the +2 column that was also a 
“distinguishing statement” for the Factor TwoA perspective, meaning that it occupied a place 
distinct from the other perspectives and factors merits description here. Statement 32, “Explore 
your own personal, family, and cultural histories,” provides a bookend of sorts to the idea that 
culturally responsive educators must first start with understanding themselves.  
Perspectives are not only characterized and understood based on what is most 
representative of them, but also based on what is least reflective or representative of them. For 
the Factor TwoA perspective, the statements in the -4 column seemed to be subjected to critical 
theoretical interrogation. For instance, Statement 25 (“Provide consistent routines and feedback”) 
was a -4 in the factor array for Factor TwoA.  In response to this statement, the White male in 
this perspective wrote that “Perhaps not important, but a bit uncomfortable with the implication 
that African American students require more ‘routines’ and ‘consistency’ than students from 
other groups.” Statement 31 (“Provide opportunities for collective learning: group and 
teamwork”) was contextualized with the following statement by an African American female 
teacher in this perspective: “Black students are always being ‘grouped.’ I’d rather promote 
individual learning first, then apply it to a group setting. More one on one is needed for African 
American students today – reaching beyond academic accommodations or a classroom 
management strategy.” The third statement that occupied a -4 in this factor array was Statement 
7: “Use call and response patterns and rhythm-based exercises and activities (E.g. Drills such as 
multiplication tables, state capitals and Latin numbers, conjugations and declension).” The 





that it “may be helpful, but not every Black child learns this way.” Another Factor TwoA 
participant, an African American female elementary teacher wrote: “This is a stereotypical 
strategy that results in rote memory at best. Children need to think more critically.” 
In sum, the Factor TwoA perspective emphasized classroom behaviors, strategies, and 
approaches that leverage a communicated awareness of one’s own cultural position as a way to 
better understand the assets inherent in the backgrounds, stories, and strengths of students, their 
families, and their communities. Conversely, this perspective critiqued approaches to organize 
classroom learning for what they might communicate implicitly about African American 
students, as well as practices viewed as being racially stereotypic like call and response patterns 
of learning. As such, the Factor TwoA perspective was named Responding through Honoring 
and Exploring Culture.  
 
Factor TwoB: Responding through Structure, Routines, and Direct Advocacy.  
Three participants were negative loads on Factor Two (following here referred to as 
Factor TwoB). All three of these participants were White. The ages of the participants were 25, 
37, and 49. Two of the Factor TwoB teachers were at middle schools, and one was at an 
elementary. All three of these participants went through traditional Bachelor’s programs. The 
estimated percentages of African American students these teachers indicated having worked with 
over their careers were: 75%, 60%, and 30%. Two of the Factor TwoB participants held 
bachelor’s degrees and the remaining participant had a Master’s. One of these participants had 
between 1-3 years’ experience, one had between 11-20 years’ experience, and one had more than 
20 years’ experience. When responding to the prompt, “Teaching should be responsive to 
students' cultural backgrounds,” two indicated they “Neither agree nor disagree” and one 





assess your skill teaching African American students in culturally responsive ways?” one 
participants indicated she was “Highly skilled” and two indicated they were “Somewhat skilled.”  
As discussed previously, Factor Two was a “bipolar” factor. As is the analytic convention 
in Q Methodological research for bipolar factors, the basis for analysis of Factor TwoB is an 
inversion of the Factor TwoB factor array so as to represent the mirror image of it. As such, the 
+4 statements in the Factor TwoA array are the -4 statements in Factor TwoB, the +3 statements 
in the Factor TwoA array are the -3 statements in the Factor TwoB array and so on.  
Based upon the placement of Q Sample statements within the inverted Factor TwoB 
factor array, its distinguishing statements, and the descriptive comments produced by the 
participants in the post-sorting questionnaire, Factor TwoB was named, Responding through 
Structure, Routines, and Direct Advocacy. In obvious contrast to the previous Factor TwoA 
perspective collectively, the statements representing those practices/behaviors/approaches 
participants in the Factor TwoB, or The Paternalist Educator, perceived to be most culturally 
responsive to African American students (which occupied the “+4” column within the factor 
array) represented an emphasis specific classroom practices and routines. Statement 25 (“Provide 
consistent routines and feedback”), for instance, was described by two of the participants who 
comprised this perspective. A 37 year-old White woman who taught in a middle school wrote 
that “students need to be acculturated to order and consistency. These things have to be learned – 
even if they are being learned much later in their young lives than is right and fair.” Given that 
the statement of instruction for the sort was regarding activities that were most conducive to 
teaching African American student, implicit in this comment seems to be that African American 
students have not yet grown accustomed to order and consistency and that this delay is unfair and 
unjust. Another participant within this perspective, a 25 year-old White woman teaching in an 





when she wrote that “My students really thrive when they have structure. They learn it is best for 
them!” Here again, there is a presumption that students will eventually come around to 
classroom practices that represent or invite a change in their behaviors.  
In the Factor TwoB perspective, the “Use call and response patterns and rhythm-based 
exercises and activities” (Statement 7) was viewed as a way to culturally connect to students and 
in some ways fits with the behavioral elements inherent in organizing a classroom around 
consistency, routines, and feedback as it uses repetition and drill. At the same time, this 
perspective leaves room for constructivist learning approaches, as evidenced by Statement 31 
(“Provide opportunities for collective learning: group and teamwork”). In the +3 column, 
practices and approaches related to advocacy begin to emerge. For example, Statement 16 (“Be 
in their corner and champion their achievements”) represents an explicit call to advocate and 
even “champion.” Two of the 3 participants comprising this perspective elaborated on Statement 
16. One wrote “Students need to know someone is advocating for them. That I have their best 
interests in mind and will fight for them.” A second participant wrote that “These kids need us to 
all be their advocates. We have to fight for them.” These two descriptive comments demonstrate 
an approach to advocacy in which the power dynamics between teacher and student, particularly 
White teacher and African American student are not emphasized. The intent here seems to be 
direct advocacy rather than attempts to build agency.  
Another +3 statement in the Factor TwoB array is to “Have students explore behaviors 
that will help them be more successful in school” (Statement 2). This statement also could be 
considered as representing an advocacy practice as its intent seems designed to help students 
develop behaviors that can help them perform better in classrooms moving forward. The 
language that two of the participants used to contextualize Statement 2 was notable. The middle 





underprepared to learn.” To this teacher, students must not only learn more helpful classroom 
behaviors, but must also unlearn behaviors that are obstacles to their success. This teacher 
continued that doing so “is key because for more and more students, behavior expectations at 
home are wildly different from what they are for a successful student.” This teacher seemed to 
have been drawing inferences about the lack of structure and expectations in the home as 
opposed to school settings. The other participant on Factor TwoB, who provided descriptive 
comments regarding this statement, wrote that “Students of color and from low SES backgrounds 
are handicapped because they are not as familiar with the unwritten rules of behaving for success 
in schools. This includes dress, ways of talking to adults, and basic academic support skills.” To 
this teacher, the home lives of some students not only create deficiencies that manifest 
themselves in the classroom, but represent an actual “handicap.”  
In contrast to the statements the Factor TwoB perspective believed to be most effective in 
responding culturally to African American students, the statements they believed to be least 
effective involved more emphasis on the knowledge and exploration of culture, including one’s 
own. Each of the Factor TwoB participants reacted strongly to Statement 33, “Acknowledge 
your own affiliation to different groups (race, class, culture, gender, etc.) and the advantages and 
disadvantages that accompany such affiliations,” not only in how they sorted the item (-4), but in 
how they provided their own context for the item. For example, regarding Statement 33, one of 
the elementary teacher wrote “I think this is obvious and doesn’t need to be stated out loud.” In 
her view, the implicitness of this practice somehow reduced its value. This was echoed by the 
other elementary teacher who wrote, “I don’t think this is pertinent. My purpose is to teach the 
best I can. It doesn’t matter if me or my students are black, white, or purple.” To this teacher, 
education seemed to represent a culturally neutral practice that can be enacted free from cultural 





political reaction sometimes expressed by political and social conservatives in the United States. 
She wrote “I don’t believe engaging in identity politics is helpful and I certainly know there is no 
time for such confessions in the classroom. What would the point be? To exercise cultural guilt?” 
In sharpest contrast to Factor TwoA, of which Factor TwoB is an inverted perspective, these 
participants not only seem to believe that practices in which educators reflect on their own 
cultural and racial identities are of little value, they might rise to the level of personal and 
political offense.  
The rejection of practices or approaches because they seem political can also be seen in 
the placement and contextualization of two other notable statements. Statement 30 seems to 
focus on teachers engaging in organizational change efforts focused on increasing equity. 
Specifically, Statement 30 reads that teachers who are culturally responsive to African American 
students “Participate in reforming your school and/or district so they function better for African 
American students and their families.” One teacher explained that issues of equity in schools and 
districts are beyond her purview by writing that “I just focus on my classroom. That’s really all I 
can control.” The remaining two teachers had stronger, more politicized perspectives on this 
practice. Both rejected what they believed to be the implied premise of inequitable schools and 
districts. The first wrote “I personally don’t believe our school or system is broken as is implied 
here.” The other commented “This presupposes that ‘reform’ is needed. It’s not the schools that 
are broken. It’s homes and neighborhoods.” This last comment seems to capture an element of 
the Factor TwoB perspective that any cultural accommodations and responses must occur not 
from the teacher and the school, but by the child, family, and community.  
The Factor TwoB perspective emphasized classroom strategies and approaches that are 
enacted regardless of the cultural, racial, or ethnic contexts of students. These strategies 





The Factor TwoB perspective also strongly rejects statements reflecting practices that involve 
direct exploration or rendering explicit the cultural and racial contexts of both teacher and 
students. However, many of the strategies and practices viewed as being must effective in 
teaching African American students seemed to be considered as approaches that could remediate 
patterns of behaviors the students bring to the classroom. As such, the Factor TwoA perspective 
was named Responding through Honoring and Exploring Culture. Factor TwoB was deemed 
Responding through Structure, Routines, and Direct Advocacy. 
Factor Three: Conducive and Inclusive Learning Environment .  
Factor Three had 11 out of 42 participants load (26%), the Eigenvalue was 3.126 and the 
explained variance was 7%. All of the 11 participants were positive loads on this factor. Seven of 
the participants were White and three were African American, and one considered herself as 
Black/West Indian. The ages of the participants were ranged from 35 to 56, with an average age 
of 43.18 years of age. Five of the participants were middle school teachers, two were elementary, 
three teach high school, and one college. In terms as their pathway to teaching, six were 
traditional Bachelor’s programs, and five were Alternative Education. A Q grid representative of 
this factor’s views is provided in Appendix Q.  
When asked to provide the percentage of African American students they typically teach 
the following percentages were reported: 75%, 70%, 17%, 70%, 99%, 5%, 40%, 80%, 90%, 
97%, and 80%. Eight of the Factor Three participants held Masters degrees, and three held 
Bachelor degrees. Two of the participants had 21 plus years of teaching, four teachers had 11-20 
years teaching, three had 4-10 years teaching, and two had 1-3 years teaching. When it came to 
reporting their level of agreement with the phrase “Teaching should be responsive to students’ 
cultural backgrounds,” nine indicated they “Strongly Agree,” and two indicated that they 





teaching African American students in culturally responsive ways?” four participants indicated 
that they were “Highly Skilled,” five indicated that they were “Somewhat Skilled,” and two 
admitted that they were “Somewhat Unskilled.” 
Based upon the placement of Q Sample statements within the Factor Three array, its 
distinguishing statements, and the descriptive comments produced by the participants in the post-
sorting questionnaire, Factor Three was named Conducive and Inclusive Learning Environments. 
The totality of these statements represent those practices/behaviors/approaches participants 
perceived to be most culturally responsive to African American students (which occupied the 
“+4 “ column in the Factor 3 array) these statements represented a positive approach to 
Culturally Relevant Pedagogy. For example, Statement 35, “Learn about African American 
history and experiences-including in the community in which you teach,” Factor Three 
participants believe that African American history, cultural identity, and equity in the classroom 
are some of the attributes needed in a classroom to help foster a conducive and inclusive learning 
environment for African American students. A 49 year-old Black woman with her Bachelor’s 
degree and who works with 80% African American students confirmed the above statement, 
stating that “Teachers must understand the cultures in which they are teaching in order not to 
insult or to misinterpret behaviors as vulgar or rude.” Another participant, White male 42 years-
of age, with a Master’s degree and teaching High School stated that his classroom is made up of 
90% African American students. His comment read “This has really been helping me better 
understand the richness of the community my students are from. It also is helping me become 
more culturally aware and skilled.” This commentary is one of the most profound, to hear a 
White male step outside of himself to learn about his students culture is phenomenal. This could 
be considered the hallmark of culturally relevant pedagogy. Complimenting this foundational 





participants placed value on the significance of focusing on the “validation of students cultural 
identity through instructional materials and curriculum that highlights African American and 
African cultures, figures, and excellence” (Statement 11).  
One of the participants who was a 47 year old White female who taught 97% African 
American students loaded significantly on Factor 3’s +4 for Statement 9, which read “Be 
attentive, open minded, understanding about student lives.” She replied with “Students will have 
a hard time separating their home life from their school life. The microsystem of the home and 
neighborhood affect how they react to experiences in school. To be an effective teacher, I have to 
take into consideration each microsystem the student experiences and determine how their 
academic and emotional domain are influenced.” These are statements representing those 
practices/behaviors/approaches participants perceived to be most culturally responsive to African 
American students. This educator is right on point, understanding that the school is an extension 
of the neighborhood, and the understanding those complexities makes this teacher a viable asset 
to both the student and the community. A Black male participant, 34 years old, with a Master’s 
degree teaching in a predominantly Black classroom (70% African American) wrote a short 
comment “Teachers will have a better understanding why students exhibit certain behaviors.” 
This educator also understands the power of the community and the influence it has on his 
students. There is no escaping the fact that what happens “at home” and in “the neighborhood” 
will cross the threshold of your classroom. Another Factor Three participant, a White female age 
47, placed Statement 19 on +3. Statement 19 reads “Use fair discipline approaches, starting with 
an understanding that African American youth are chronically overdisciplined in most places.”  
Her comments were anticlimactic when it comes to culturally relevant pedagogy. She responded 
with “Poverty causes stress on many levels. Those families experiencing multi-generational 





navigate the world that is not culturally similar, do not live in communities that reflect 
educational excellence, or understand varying ways to teach and discipline their children that is 
reflective of a society outside their cultural norm. Understanding this help me, as a teacher, 
create disciplinary tactics that do not penalize them.” This participant speaks from a “deficit 
model” attitude when responding to the condition of instruction (activities and practices most 
conducive to teaching African American students), which is very dangerous for students of color, 
or students that do not meet her expectations of “educational excellence.” Educators that harbor 
sentiments like these justify the need for diversity training, and culturally relevant pedagogical 
training.   
A Factor Three participant, an elementary teacher who indicated she worked with 99% 
African American students, wrote on Statement 26 that “It is important to respect what your 
students value even if you do not agree. By showing respect, you can use this as a mechanism for 
helping them to see things differently.” Another Factor Three participant, a 47 year old White 
female elementary teacher whose classroom consists of 97% African American students, 
understands the dynamics that create an isolationist environment. She wrote “Correcting a dialect 
or telling a student to “speak correctly” further disenfranchises them, is culturally insensitive, 
and ethnocentric. To reprimand or correct might cause the student to become less engaged and 
withdraw from speaking out in class or actively participating in lessons. It can hinder the 
personal relationship I am trying to build with the student or create chasms that prevent positive 
relationships from forming. Children cannot learn from teachers they don’t like or trust.” 
Creating an atmosphere where African American students feel included in the classroom 
is paramount. When students learn that their culture played a significant role in the creation of 
this nation state, and that their own possibilities are limitless, there is nothing students of color 





“Being attentive, open-minded, understanding, and respectful about what students might be 
experiencing in their lives outside of school” (Statement 9). A participant, a 47 year-old White 
female elementary educator wrote “Students will have a hard time separating their home life 
from their school life. The microsystem of the home and neighborhood affect how they react to 
experiences in school. To be an effective teacher, I have to take into consideration each 
microsystem the student experiences and determine how their academic and emotional domain 
are influenced.”  
Statements in the +3 column which were viewed by the Factor Three perspectives as 
most culturally relevant to African American students put great emphasis on “fair and equitable 
approaches” regarding African American students (Statements 4 and 19), and validating students 
cultural identity (Statement 11), through instructional materials. There were no comments 
written for Statement 11. A descriptive commentary written by a 47 year-old White male who 
works in a predominately African American school explains what other teachers need to 
understand when working in inner-city school districts, writing “Poverty causes stress on many 
levels. Those families experiencing multi-generational poverty typically do not know how to 
climb out of their social class, teach their children how to navigate the world that is not culturally 
similar, do not live in communities that reflect educational excellence, or understand varying 
ways to teach and discipline their children that is reflective of a society outside their cultural 
norm. Understanding this helps me, as a teacher, create disciplinary tactics that do not penalize 
them.  
In sum, the Factor Three perspective emphasized teacher strategies for empowering 
African American students success in the classroom by “promoting equity and mutual respect 





means to be culturally relevant in today’s classroom. These participants have what’s called 
“withitness.”   
Factor Four: Nonresponsive Culture Free Pedagogical Practices 
Factor Four had an Eigenvalue 2.75 and the explained variance was 7%. Two of the 42  
participants (0.47%) loaded on Factor Four. As described previously, both of these participants 
were positive loads in this factor. Both participants described themselves as African American. 
Their ages were listed 51 and 52, with an average age of 51.5 years of age. One was an 
elementary school teacher, and one was a high school teacher. In terms of their pathway to 
teaching, both hold a traditional Bachelor’s degree. When asked to provide the percentage of 
African American students they typically teach they reported 90% and 98%. One participant held 
a Master’s degree, while the other held a Bachelor’s degree. One of the participants had between 
11-20 years of teaching, while the other participant had 21 + years of teaching. When it came to 
reporting their level of agreement with the phrase, “Teaching should be responsive to students' 
cultural backgrounds,” one stated that he “Somewhat agreed,” and one indicated that he 
“”Strongly Agreed.” Finally, in response to the question, “How would you assess your skill 
teaching African American students in culturally responsive ways?” both participants indicated 
that they were “Somewhat skilled.” A factor representative Q grid is provided in Appendix R.  
Based upon the placement of Q Sample statements within the Factor Four array, its 
distinguishing statements, and the descriptive comments produced by the participants in the post-
sorting questionnaire, Factor Four was named Nonresponsive Culture Free Pedagogical 
Practices. Taken collectively, the statements representing those practices/behaviors/approaches 
participants perceived to be most culturally responsive to African American students (which 





express their creativity with assignments” occupied the +4 column and it does render a modicum 
of cultural relevance but there was no commentary as a follow up for clarity. 
Factor Four participants work with predominately African American students but it 
appears that they do not believe in culturally relevant pedagogy or they don’t fully understand 
the totality of culturally relevant pedagogy. Additionally these participants don’t believe that 
“Respecting language (dialect, pronunciation, etc.) variations that might exist” (Statement 26) is 
critical to effective teaching practices. Even though the participants for Factor Four work in 
predominately African American schools, there were portions of culturally relevant pedagogy 
that were not being implemented; this does not seem to be intentional, but rather due to a lack of 
understanding for the pedagogical practice of culturally relevant pedagogy. In his descriptive 
comments about Statement 34, an African American elementary teacher who indicated that he 
works with 90% African American students wrote “Personally and professionally engaging in 
reflective practices is least effective when simply just thinking about it. There MUST be 
evidence in the form of note taking of some type to validate the reflective practice. Teachers who 
teach African American students and who want to improve their teaching practices to yield a 
higher academic success rate should journal their experiences comparing successful and 
unsuccessful strategies. Why the teacher feels the strategies did or did not work.” The same 
Factor Four participant echoed the same adverse sentiment for Statement 15 (placing it at -4 on 
the Factor 4 array) “Encourage students to think critically” writing that “Encouraging students to 
think critically is MOST effective  ONLY when teachers have taught students through 
scaffolding activities to produce confidence.(i.e. persuasive writing, fact and opinion, science 
experiments, debate panels). In my experience, African American students display a lack of 





to think critically is after the foundation of confidence to express oneself and think “outside the 
box”. 
This does not seem to be a very positive attitude when it comes to working with African 
American students, as it appears a lot is being taken for granted by this educator. As an educator, 
regardless of the race of the student, it is unacceptable to assume that students have what it takes 
to be successful, especially where there has been a lack of cultural relevance being espoused in 
their academic careers. The second participant, a 51 year old African American male high school 
teacher who also worked in a predominately African American school stated “Students really 
dislike the task.” The short commentary speaks volumes when it comes to educators not 
understanding the full dynamics of culturally relevant pedagogy. This lack of knowledge, though 
not intentional, helps to create the academic divide between the marginalized and the non-
marginalized. Teachers cannot teach what they do not know.  
Statements 23 reads “Personally engage in and support the community in which students 
live” and statement 30 reads “Participate in reforming your school and or district so they 
function better for African American students and their families.” Both of these statements were 
placed on the -3 column on the  array. Their responses revealed the participants’ Factor Four 
perspective as it related to culturally relevant pedagogy. A 52 year-old African American female 
with her Master’s degree replied to Statement 30, stating “Participating in reforming school so 
that it can be an organization conducive to that of the African American Student is more 
productive than complaining amongst colleagues therefore taking the passive approach. Creative 
ways to reform anything begins with a foundation of trial and error.” Again, the participant 
placed this statement on -3 either because she doesn’t understand the significance of community 
and schools working in collaboration with one another which is one of the tenants of cultural 





whatever is transpiring in the neighborhood will be carried out in her classroom. Therefore, it is 
imperative that community and schools work together for the betterment of students. This same 
participant, a 52 year-old African American female, placed Statement 22 “Foster positive 
interrelationships among students, families, the community, and the school” on the 0 column, 
which in a Q sort, can rank as relatively Neutral. Her commentary read “The question of why 
families are extremely important because it also garners respect for these entities which leads to 
teamwork. The combination of these filters into a powerful bond of limitless possibilities from 
the classroom and throughout the community to produce great societal assets with increase of 
African American colleague graduates and successful careers.” Statement 22 deals with positive 
relationships among students and the community, the third tenant of cultural relevancy. This 
reiterated that she was unfamiliar with Culturally Relevant Pedagogy. These two participants’ 
nonresponsive posture while working with African American students emphasized their possible 
lack of understanding for culturally relevant pedagogy, this lack of understanding can hinder the 
process for academic success for many African American students.  These descriptive comments 
echoed the importance for professional development, and policy change.  
In sum, the Factor Four perspective emphasized the lack of classroom  
behaviors/strategies\approaches that leverage an awareness for cultural relevancy. The lack of 
understanding one’s own cultural competence and cultural capital makes it challenging to teach 
African American students their cultural positions in the academic arena. Again, the lack of 
knowledge regarding culturally relevant pedagogy and how to it effectively implement it into 







The post-sort data collected indicated a strong need for schools and “teacher programs” 
to begin implementation of Culturally Relevant Pedagogy in their curriculum. This was made 
evident by the statements that were left by the participants which help to create descriptive 
names for all four Factor arrays. To recap, the names for the factors and and a brief description 
of them are as follows: 
Factor One: Responsive to Students’ Cultural Backgrounds - participants in this Factor 
naturally understood how to teach African American students but did not know it had the name 
Culturally Relevant Pedagogy. 
Factor TwoA: Responding through Honoring and Exploring Culture - participants 
believe that cultural responsiveness begins with an understanding of one’s own positionality 
along various cultural lines as well as an acknowledgment of that positionality and the relative 
power and privilege each brings. 
Factor TwoB: Responding through Structure, Routines, and Direct Advocacy- 
participants in this Factor array espouse the belief that African American students have not yet 
grown accustomed to order and consistency. 
Factor Three: Conducive and Inclusive Learning Environment -believe that African 
American history, cultural identity, and equity in the classroom are some of the attributes needed 
in a classroom that will help to foster a conducive and inclusive learning environment for 
African American students. 
Factor Four: Nonresponsive Culture Free Pedagogical Practices - it appears that these 
participants either do not believe in culturally relevant pedagogy or they don’t fully understand 





In Chapter Four, each of the emergent factors was fully explored and named via analysis 
of their distinguishing statements, strongest felt statements, and post-sort narrative statements. 
This method helps glean a deeper understanding of the beliefs and perceptions of q sort 
participants. In Chapter Five there are decriptive details on Conceptual Frameworks,  
Implications for Further Research, and Implications for Policy Makers. Because this study 
presents a Q-method approach that seeks to understand the subjective beliefs from participants 
within the academic community, it also provides future researchers with comparative 
information that may enrich their own data and be the catalyst to triangulate their data findings 





CHAPTER FIVE: DISCUSSION 
In this chapter, the conceptual framework introduced in Chapter Two will be utilized to 
discuss the perceptions of the teachers who participated in the research survey, additional areas 
of exploration for Culturally Relevant Pedagogy will be presented with justifications based in 
this study’s findings, and finally recommendations for future research studies, policy decisions, 
and practices for organizations that shape and teach todays teachers.  
Forty-two educators participated in the study. The participants represented a range of 
backgrounds and multitude of personal education backgrounds. The use of Q Methodology 
provided an organized process for participants to express their perspectives regarding the 
practices, strategies, or approaches that are most culturally responsive to African American 
Middle School Students. The previous chapter explored the results of this study, namely the five 
perspectives represented by the four extracted factors. In this chapter, the relationships between 
and among those five perspectives will be examined while also exploring the different ways 
participants from each perspective contextualized different Q sample statements representing 
teacher practices, behaviors, or approaches. In addition, I will reflect on the resultant factors and 
how they can be understood, and possibly inform, the theories discussed in the literature review. 
Finally, in this chapter I will also discuss implications for this study for practitioners, policy-
makers, and researchers. 
This study identified four factor groupings that emerged from the statistical analysis and 
factor reduction. The factors were combined and given descriptive titles and writen post-sort 
statements help me glean a deeper understanding, beliefs and perseptions from participants. 
Teachers and some administrators who participated in this study fell into one of the following 
categories: Factor One: Responsive to Students’ Cultural Backgrounds, Factor TwoA: 





Structure, Routines, and Direct Advocacy, Factor Three: Conducive and Inclusive Learning 
Environment Success, and Factor Four: Nonresponsive Culture Free Pedagogical Practices. 
The Factor One group, Responsive to Students Cultural Backgrounds, appeared to believe 
that Culturally Releveant Pedagogy is necessary but did not know it had a specific title. 
Particiants shared some of the same sentiments as Ladson-Billings, Delgado, and Tate. This was 
made evident when participants loaded heavy on statements like “Positive Interrelationship 
Amongst Students” and “Personally and professionally engage in reflective practices.” This 
group seemed to have the students wellbeing in mind, and not necessarily what made them feel 
comfortable as a teacher. As a teacher one understands the demeanor of “I’m not doing anything 
extra” or “I’m not contractually bound to research literature that is not in the Curriculum Guide.” 
That’s not the attitude these teachers took who loaded significantly on Factor One.  Given what 
we know of good teaching, it is apparent that we need more teachers like this. 
Factor TwoA Responding through Honoring and Exploring Culture - This group seems 
to have nailed things right on the head. These participants loaded heavily on one of the main 
stategies of CRP which is to “Be attentive, open minded, unnderstanding about students lives” 
This group has “Withitness,” which means they understand the concepts needed to help African 
American bchildren become successful in the classroom.  
Factor TwoB was termed Responding through Structure, Routines, and Direct Advocacy. 
This group strongly rejects statements reflecting practices that involve direct exploration or 
rendering explicit the cultural and racial contexts of both teacher and students. However, many 
of the strategies and practices viewed as being most effective in teaching African American 
students seemed to be considered as approaches that could remediate patterns of behaviors the 





Factor Three, Conducive and Inclusive Learning Environment. This group was not in 
sync with the tenents of Culturally Relevant Pedagogy. This group aspires to “Focus on strengths 
and assessets in students, families, etc.” They did not believe that “Being in their corner, 
champion their achievements” was good practice. This is the second tenent of Culturally 
Relevant Pedagogy “ensureing the student is successful”, which means a teacher is to build the 
students confidence and their self-esteem academically. Building a students succes will lead to 
student success, an increase in attendacne and student retention.. Ford (2000)(as cited in Abt-
Perkins et al.) argue that culturally responsive teachers understand that quality education is a 
fundamental civil right and suggest that becoming more culturally responsive involves a process 
of critical self-reflection about their pedagogy. Again, this requires teachers to think outside the 
box and go beyond the Curriculum Guide, it’s creaitng a separate worksheet for students who 
still struggle with content and you give it to them for extra-credit, or you work with student 
either early in the morning before fist bell, or after school. I can nto emphasize this eneough, we 
have to think, teach, research outside our comfort zones in order to help our African American 
Middle School Students become successful in class 
Factor Four, Nonresponsive Culture Free Pedagogical Practices. I have to admit that I 
was not convinced that this style of teaching would be plausible in education. I was worried 
about the stereotypes associated with African American students and the term Hip-Hop 
education. Adjapong and Emdin (2015) made a powerful statement when they stated that “call 
and response” works in Hip-Hop. Normally the MC (master of ceremony) will yell out a 
command to the audience, and the audience will respond with the correct verbiage. If this is the 
case for academics, then all the teacher would have to do is incorporate this technique into 





While some participants of this study seemed, pessimistic there were just that many that 
were optimistic, some of the participants expressed a desire to learn more and to incorporate 
some of the suggested practices into their repertoire, especially if it was going to help students 
academically. Many of the participants had been teaching for some time, there were no 
participant under 5 years, which indicates that these are seasoned veterans of their craft. The 
conceptual framework below can provide some insight for the relevance of this pedagogy. 
The Conceptual Framework 
Emailing the questionnaire to garner other teacher’s perspectives on cultural relevance, 
reading literature and working in the field for the past fourteen years, it became obvious that one 
of the forces driving this study is that there are students of color who are struggling in school. In 
apparent disregard for Culturally Relevant Pedagogy’s necessity and urgency, and in alignment 
with Ladson-Billings (1995) “the lack of cultural synchronization and responsiveness relates to 
other factors that inhibit African American students’ school achievement, including the 
“prescriptive ideologies and prescriptive structures that are premised on normative belief systems 
(p.17).” There are many teachers who believe they are culturally relevant because they have/had 
an Obama poster, a Dr. Martin Luther King poster, and a Rosa Park poster hanging up in their 
classroom equaled cultural relevance.  
As Ladson-Billings suggests, the sole purpose of cultural relevant teaching is to assist in 
the expansion of a “relevant black personality” that will permit African American students to 
elect academic excellence and identify with African and African American culture. Culturally 
Relevant Pedagogy’s premise is to have educators learn about their students and not just espouse 
knowledge and look for students to regurgitate content. This is the opportunity for teachers to 
step outside their norms and biases, their stereotypes and pre-conceived notions about a specific 





Abt-Perkins et al. (2010) states that cultural relevant pedagogy deviates from other 
cultural perspectives and it proposes a critical and intentional deconstruction of the status quo. 
Abt-Perkins et al. (2010); Ladson-Billings (1994) state that there are three tenants that are 
pertinent to CRP (1) All students must experience Academic Success; this pertains students who 
experience difficulties adhering to daily content. It is the objective of the teacher to find what 
content area is the strength for the student, disseminate work in that content area for the student 
to complete, and grade it accordingly. Once the student has successfully completed several 
assignments then you can introduce them to whole content instruction. The aim is to have the 
success from the content area the student is familiar with continue with the new instructional 
content, therefore, breeding success. (2) all students shall experience “cultural competence”; this 
refers to the ability to help students appreciate and celebrate their cultures of origin while gaining 
knowledge of and fluency in at least one other culture (i.e. students shall be multi-cultural); (3) 
students shall develop a Socio-political  Consciousness; is the ability to take learning beyond the 
confines of the classroom using school knowledge and skills to identify, analyze, and solve real-
world problems (Ladson-Billings, 2014, p. 75). 
Scholars have noted that just as it can be especially difficult for teachers to implement a 
classroom atmosphere that is culturally relevant, it is imperative that teachers make this 
pedagogy a daily routine. A great author named Rodney Hurst wrote a book called “It Was 
Never About A Hotdog And a coke.” The same for Cultural Relevance, “It’s more than just 
teaching black and brown kids about Dr. Martin Luther King.” In addition to needing more time 
to gain the pedagogical skills needed to teach African American middle school boys, the teachers 
themselves must have a grasp of their own cultural mores.   
Dearman-Sparks and Ramsey (2011) write about six Core Learning Themes a successful 





(1) teachers must develop authentic identities based on personal abilities and interest, 
family history, and culture. )2) Teachers must know, respect, and value the range of the 
diversity of physical and social attributes among white people. (3). Teachers must build 
the capacity for caring, cooperative, and equitable relationships with other. (4). Teachers 
must understand, appreciate, and respect differences and similarities beyond immediate 
family, neighborhood center/classroom, in racial group. (5) Dearman-Sparks and Ramsey 
state that teachers must learn to identify and challenge stereotypes, prejudice, and 
discriminate practices among themselves and in the immediate environment. (6) Teachers 
must also commit to the idea that all people have the right to secure, healthy, 
comfortable, and sustainable life and that everyone must equitably share the resources of 
the earth that care for them. 
The findings from this study have implications for researchers, practitioners, and policy 
makers, but must be taken as part of a larger discussion. As McKeown and Thomas (1998) and 
Brown, (2000) reminde us regarding the use of Q-Method:  
Matters of meaning and significance are fundamentally self-referential. What a statement 
or a concept is supposed to signify a priori may vary considerably from the meanings of 
other parties to the conversation. In Q methodology, this is not a problem. Because the 
data are “public”—that is, others are free to examine the factor arrays and arrive at their 
own independent conclusions—our interpretations are open to debate. (p. 66).  
Implications for Researchers 
There are several implications for those researching culturally relevant pedagogy as a 
method for teaching African American students how to be successful in the academic arena. One, 
a researcher must understand that there are techniques that must be employed first by the teacher, 





teacher taking the time to understand her students cultural backgrounds, understand the 
neighborhood, and for her/him to conduct some self-reflecting so they can recognize their own 
biases. It also be would be conducive for the educator to incorporate literature that contains 
people from every racial background that pertains to the content they are teaching (i.e if it 
science, then it would behoove the educator to find scientist that are both White and Black, male 
and female, Muslim, and other nationalities. This technique encourages inclusivity and allows 
students to feel welcome in the classroom. The second technique would entail the entire school 
getting involved in the community that surrounds the neighborhood, when schools have an open 
door policy to the community, they are more likely to have an increase in parent involvement. 
This technique would be more productive if leadership in the school is the spearhead of this 
practice.  
The notion that a “diversity training”, a professional development, or hanging posters of 
African American people on the door for twenty-eight days in February for Black History makes 
one culturally relevant, may be problematic., This study presents a Q-method approach that seeks 
to understand the subjective beliefs from participants within the academic community, it 
provides future researchers with comparative information that may enlighten their own data and 
be the catalyst to triangulate their data findings when formulating conclusions. Notably, it is not 
likely that any one study can examine the beliefs of participants within the academic community 
to determine the effectiveness of culturally relevant pedagogy. This study does, however, 
examine the perspectives of teachers within a larger community that give insight into teachers 
interactions with African American students (or lack of  interaction) while being culturally 
relevant. 
As Q-methodology evidenced an applicable means of answering the research question 





wish to investigate other means of evaluating culturally relevant pedagogy. For myself, Q-
methodology delivered an easy and effective means of grasping the subjective beliefs of 
participants engaged in academia. Q-methodology’s factor analysis and the participants 
comments allowed the opportunity to explore the participants subjectivities on a deeper level.  
While reading participants comments, many expressed a strong opinion regarding 
statement No. 7 “Use call and response patterns and rhythm-based exercises as a teaching 
method.” Chris Emdin and other researchers have conducted studies regarding “call and 
response” pedagogy, but it is apparent that further research needs to be conducted. Perhaps, a Q-
methodology research study that questions both teacher and students perspectives. Future 
researchers may wish explore the dynamics or factors that stifle the growth and practice of 
culturally relevant pedagogy using quantitative R-methods. 
Implications for Policy Makers 
As Teach For America, and other Teacher Institutions across the country continue to 
place inexperienced teachers into the school system, there is little research on the experiences 
and beliefs of these teachers. As educational policy makers continue with placing inexperienced 
teachers in High Need Schools, many students of color will continue to suffer. As school districts 
continue to move toward a continued expansion of  a Virtual Education Community, such as 
Achieve 3000, iReady for both math and reading, and Florida Virtual Schools, cultural relevancy 
would not have a place in this educational arena. The results from this study should be 
considered as school districts continue to fund and promote programs where there is little to no 
human interactions. If we have a clearer understanding of the results from this study one would 
understand that a virtual education community further exacerbates the educational divide for 
students of color. This study highlights factors that suggest that more research needs to be 





repertoire when creating lesson plans for their content areas. A Cultural Relevant approach  as a 
standard should be utilized when states educational departments are sending out mandates on 
curriculum that has to be taught by schools. 
Implications for Practitioners 
As Culturally Relevant Pedagogy is severely needed in the academic community to help 
foster a sense of belonging to brown and African American students, the findings of this study 
can help facilitate the decisions made by state and local school districts. In order to create an 
atmosphere  where cultural relevant pedagogy is the practice, practitioners, participants, and 
schools districts must nurture students learning abilities and participate in facilitating an 
academic arena that is conducive to learning. This is imperative for both future educators and 
senior educators to strategically develop these skills. Derman-Sparks & Ramsey (2011) states 
that teachers should “Nurture each child's construction of a knowledgeable, confident self-
concept and group identity. This goal means creating the educational conditions in which all 
children are able to like who they are without needing to feel superior to anyone else” (p.5). By 
exploring the emergent factors of this study, state departments of education and school districts 
both can use these data to further explore how they can best implement these strategies that are 
associated with culturally relevant pedagogy. 
The factors and subjective opinions expressed by the participants should be taken into 
account when planning for and developing Florida Standards. Educators who are practicing this 
pedagogy should be tapped into as key participants when creating the curriculum for State 
Standards. For example, teachers in the classroom who are culturally competent can mentor or 
tutor other teachers, especially new teachers who struggle with creating an classroom atmosphere 
that is inclusive for all students. Factors that emerged in this study highlighted the need for 





and school districts to pay more attention to the cultural makeup of the neighborhoods and to 
formulate relationship building with community leaders in which these schools are located. Paris 
(2012) stated that in lieu of a monocultural society, research and practice should equally embrace 
cultural pluralism and cultural equality. Although it is crucial that we look to sustain African 
American, Latina/o, cultures in our pedagogies, we must be open to sustaining them in both the 
traditional and evolving ways they are lived and used by contemporary young people (Paris, 
2012, p.95).   
Conclusion 
Some conclusions are evident from the findings of this research study. Many subjective 
opinions and beliefs appeared during this study and were further revealed with post-sort 
comments during the forced distribution process. The result of this study indicate that 
participants beliefs surfaced in four main factors as a result of the Q-sort. The study found that 
these four emergent factors warranted exploration. Factor One: Responsive to Students Cultural 
Backgrounds, Factor TwoA: Responding Through Honoring and Exploring Culture and Factor 
TwoB: Responding Through Structure, Routines, and Direct Advocacy, Factor Three: Conducive 
and Inclusive Learning Environment, and Factor Four: Nonresponsive Culture Free Pedagogical 
Practices. As the conceptual frameworks that were analyzed in this study, the relationship 
between culturally relevant pedagogy and critical race theory is one that can not be ignored. 
Culturally Relevant Pedagogy is not a common pedagogy being implimented in todays 
classroom, according to the subjective opinions of teacher participants. As one participant (White 
female, 30, Masters Degree, Teaches Elementary Ed) so eloquently replied to statement 12 
which read “Challenge student to strive for excellence as defined by their potential”, her 
comment read as such “Because the world tells African American children why and what they 





to be a champion in that child’s life and to do everything in their power to help students succeed. 






The researcher conducted this research with a preconceived notion about non-
marginalized educators. The angst against non-marginalized educators came from past 
experience as a student growing in the inner city of Paterson, New Jersey. The researcher 
remembered being treated differently as a young student, raising his hands to answer questions 
posed by his teachers and being overlooked and being sent to the principal’s office for doing the 
same things that non-marginalized students did without incident. As the researcher began to 
receive the data he began to see non-marginalized educators responding in ways never imagined. 
The non-marginalized participants were answering questions the way he thought marginalized 
participants would. This was not the case, in fact it was the opposite. His marginalized 
participants were the ones who answered counterintuitive to his preconceived notion. As more 
data was entered the same phenomenon transpired, more and more marginalized participants 
were responding positively to the tenets of culturally relevant pedagogy, whereas a majority of 
non-marginalized participants did not agree with all of the culturally relevant pedagogical 
practices that were culturally relevant for African American students. This research study has 
given the researcher a new lens to operate from in regards to marginalized educators. He now 
understands that it is not a black or white issue in all incidents. This research has also confirmed 
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Appendix B: Q Sort Activity Protocol 
1. Read through all cards to become familiar with the statements.  
2. As you read through the statements for a second time, organize them into three piles:  
• On the right, create a pile for the cards with statements that are like your perspectives 
toward Culturally Relevant Pedagogy 
• ▪On the left, create a pile for the cards with statements that are unlike your perspectives 
toward Culturally Relevant Pedagogy 
• ▪  In the middle, create a pile for the cards with statements that fall somewhere in the 
middle or that you are unsure about.  
4. Beginning with the pile on the right, place the three cards that are most like your 
perspective toward Culturally Relevant Pedagogy and place them under the +4 marker.  
5. Now, turning to your left side, place the three cards are most unlike your perspective 
toward Culturally Relevant Pedagogy and place them under the -4 marker  
6. Continue this process, working your way from the outside in, until all the cards are 
placed. You are free to change your mind during the sorting process and switch items 
around.  
7. When completed, you should have the following number of cards under each row (see 
grid on next page):  
▪ You should have three cards under markers +4 (most like) and -4 (most 
unlike). ▪ You should have three cards under markers +3 (more like) and -3 (most 
unlike). ▪ You should have four cards under markers +2 (most like) and -2 (most 





























































Appendix F: Q Concourse Recruitment email 
Recruitment email | Concourse 
From:               Robert James McGill Jr., M.Ed. 
To:   Potential Participant 
Subject: Positionality and Subjectivity in Black and White: Teacher Views of Pedagogical 
Practices That Best Support African American Students. 
My name is Robert James McGill Jr. and I am a doctoral candidate at University of North 
Florida conducting research on Teacher Views of Pedagogical Practices That Best Support 
African American Students. I am requesting your participation in this research study.  The 
research instrument (Q sample) will take approximately 30 minutes to complete. Your 
participation will involve you responding to 9 written prompt with several supplemental 
questions designed to elicit Teacher Views of Pedagogical Practices That Best Support African 
American Students. Your participation in this process responding to this open-ended 
questionnaire will take approximately 30 minutes to complete. 
You must be a certified educator that teaches in the public-school system to participate in 
this research study. Also, your participation is completely voluntary; you may withdraw at any 
time during the process. Following all data collection, your responses will be anonymous, all 
data will be kept securely by the researchers, and any data and findings resulting from this study 
that are eventually described in writing or presented publicly, will only be in the aggregate. In 
compliance with IRB requirements and to insure data security, your responses will be stored on a 
secure server and destroyed at the culmination of this research.   
Again, please note that no personal identifiable information will be used to formulate or 
compose any data reports. There are no foreseeable risks, direct benefits, or compensation for 





advancement in how we understand the attitudes, and pedagogical practices that best support 
African American Students.  
The University of North Florida Institutional Review Board has approved this research 
study. If you have any concerns, questions, or requests regarding your rights as a participant, 
please contact the University of North Florida’s Institutional Review Board directly at 904-620-
2498 or via email at irb@unf.edu. Should you have any questions regarding the design or 
purpose of this study or the research approach I am using, please feel free to contact me, as the 
lead researcher, directly at  
Completion of this concourse questionnaire implies that you have read the information 
describing the process and consent to take part in the research. Your signature below indicates 
that you agree to participate in the study. Finally, a copy of this form will be made available to 
you for your records if you would like. Please click the link below to go to the survey web site or 
copy and paste the link into your internet browser to begin the survey. Upon opening the link 
below, you will be asked to read the consent letter for this study. Once completed, you will be 
asked to check a box indicating that you have read the consent letter and agree to participate in 
this research study. Upon checking the box, the actual survey instrument will be launched. 
 
Survey link:  
Thank you in advance for your time and participation. 





Appendix G: Q Sort Recruitment email 
Recruitment email | Q Sort 
From:              Robert James McGill Jr. M.Ed. 
To:   Potential Participant 
Subject: Positionality and Subjectivity in Black and White: Teacher Views of Pedagogical 
Practices That Best Support African American Students. 
My name is Robert James McGill Jr. and I am a doctoral candidate at the University of 
North Florida (UNF) in the College of Education. I would appreciate your participation in this 
dissertation research. Your participation will involve sorting 36 statements, each representing 
Teacher Views of Pedagogical Practices That Best Support African American Students. Your 
participation in this sorting process will take approximately 30 minutes to complete. 
You must be a certified educator that teaches in the public-school system to participate in 
this research study. Also, your participation is completely voluntary; you may withdraw at any 
time during the process. Following all data collection, your responses will be anonymous, all 
data will be kept securely by the researchers, and any data and findings resulting from this study 
that are eventually described in writing or presented publicly, will only be in the aggregate. In 
compliance with IRB requirements and to insure data security, your responses will be stored on a 
secure server and destroyed at the culmination of this research.   
Again, please note that no personal identifiable information will be used to formulate or 
compose any data reports. There are no foreseeable risks, direct benefits, or compensation for 
participating in this study. However, your participation in this research may lead to a general 
advancement in how we understand the attitudes, and pedagogical practices that best support 





The University of North Florida Institutional Review Board has approved this research 
study. If you have any concerns, questions, or requests regarding your rights as a participant, 
please contact the University of North Florida’s Institutional Review Board directly at 904-620-
2498 or via email at irb@unf.edu. Should you have any questions regarding the design or 
purpose of this study or the research approach I am using, please feel free to contact me, as the 
lead researcher, directly at  or Robert.Mcgill@stjohns.k12.fl.us 
Completion of this Q sort implies that you have read the information describing the 
process and consent to take part in the research. Your signature below indicates that you agree to 
participate in the study. Finally, a copy of this form will be made available to you for your 
records if you would like. Thank you very much for your time and participation. 
Please click the link below to go to the survey web site or copy and paste the link into 
your internet browser to begin the Q-sort. Upon opening the link below, you will be asked to read 
the consent letter for this study. Once completed, you will be asked to check a box indicating that 
you have read the consent letter and agree to participate in this research study. Upon checking the 




Signature of Participant  
Thank you in advance for your time and cooperation. 























Appendix J: Correlation Matrix Between Sorts 
_Correlation Matrix Between Sorts__________________________________ 
 




















Appendix M:  Correlation Between Factors 
































Appendix R: Responding To Culture Free Constructivism 
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